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INTRODUCTION 
The question of what makes one teacher more effective than another 
has been of great interest to teacher educators and school administrators 
for many years. Today's educational researchers are looking at the 
cognitive and affective behaviors of teachers and pupils as a way of de­
scribing and analyzing the teaching-learning process. Studies of class­
room interaction have analyzed various global and specific behaviors of 
the teacher-pupil interaction from the standpoint of the cognitive and 
affective domains. Earlier classroom interaction studies have found that 
"How teachers say what they say appears to be a better predictor of change 
in pupil behavior than anything else education research has turned up to 
date" (Simon and Boyer, 1968a, p. 5). 
In recent years the mental health of teachers and the socio-
psychological climate of the classroom have been of interest to researchers. 
Withall (1963) noted: 
If our experience during this research has any validity, it seems 
clear that when teachers, regardless of the level at which they 
teach, demonstrate to learners that they care about what they are 
teaching and whom they are teaching the quality of learning 
apparently is enhanced (p. 323). 
He concluded that: 
... the teacher's impact on the learners derives less from her 
teaching techniques and methods than from the professional and 
personal values she brings to the classroom as they are revealed 
and communicated by her classroom interactions with learners 
(p. 325). 
Closely related to the values of teachers has been the variable of 
the personality of the teacher. Many studies have been completed in an 
attempt to link the effectiveness of teachers with different personality 
variables. Symonds (1955), in a discussion of effective teaching, stated 
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" ... the basic determinants are to be found in the personality structure 
of the teacher rather than in outward behaviors" (p. 309). 
Self-actualization has been identified as an important personality 
characteristic of teachers. Murray (1968b) stated, "Those teachers who 
are 'real' people—more fully functioning individuals--are perceived by 
students as being the best home economics teachers" (p. 645). Fox (1965) 
noted that "It must not be forgotten that the essence of the education 
process is student self-actualization and that the truly great teacher 
personifies this concept" (p. 148). Mas low (1954) in describing the 
self-actualizing person as a teacher reported the following: 
To take the teacher-student relationship as a specific paradigm, 
our teacher subjects behaved in a very unneurotic way simply by 
interpreting the whole situation differently, e.g., as a pleasant 
collaboration rather than a clash of wills, of authority, of 
dignity, etc.; the replacement of artificial dignity--that is 
easily and inevitably threatened--with the natural simplicity 
that is not easily threatened; the giving up of the attempt to 
be omniscient and omnipotent; the absence of student-threatening 
authoritarianism; the refusal to regard students as competing 
with each other or with the teacher; the refusal to assume the 
professor stereotype and the insistence on remaining as realis­
tically human as, say, a plumber or a carpenter; all of these 
created a classroom atmosphere in which suspicion, wariness, 
defensiveness, hostility and anxiety disappeared (p. 231). 
Since the late 1950's, studies on different aspects of effectiveness 
of teachers have been conducted in the field of home economics education. 
Scruggs (1959) examined the following aspects: (1) growth of pupils in 
achieving educational objectives; (2) behaviors of pupils in the class­
room; (3) attitudes of pupils toward the teacher or class conducted by 
the teacher; and (4) behaviors of pupils toward the teacher or class 
conducted by the teacher. Crabtree (1965) attempted to predict the effec­
tiveness of teachers from certain criteria. Nygren (1960) and Ray (1959) 
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developed and tested the Student Estimate of Teacher Concern, a teacher-
pupil rapport instrument. Using revised forms of the SETC, Wachtel (1963) 
and Ott (1963) investigated the ability of a rapport inventory and achieve­
ment tests to differentiate among teachers. Murray (1966) explored the 
relationship of self-actualization and teacher-pupil rapport. Petersen 
(1967) intensively studied a college teacher through analyzing the class 
discussions and interviews with the teacher %nd her students. This teacher 
could be described as having exhibited the characteristics of a self-
actualizing person. Kalbfleisch (1967) and Jorgenson (1968) analyzed the 
verbal interactions of teachers and students in home economics classes. 
The purposes of the present study are: (1) to investigate the 
usefulness of the Sequential Analysis of Verbal Interaction system in 
analyzing class discussions in home economics by determining if the SAVI 
differentiates between two groups of teachers identified as differing in 
degree of self-actualization and by inspecting the verbal patterns of 
teachers and pupils; (2) to study possible relationships between selected 
demographic characteristics of teachers and their degree of self-actualiza­
tion; and (3) to determine possible relationships between teacher-pupil 
rapport and degree of self-actualization of the teacher. 
On the basis of the previously mentioned research in home economics 
education, a model has been developed for this study. This model has been 
adapted from the teaching process paradigm for research on teaching which 
was developed by Mitzel (1957) and revised by Gage (1963). The model 
for the present study of the teaching process in home economics classes 
is shewn in Figure 1. 
4 
Type I Type II Type III 
Prediction 
Sources 
Contingency 
Factors 
Classroom 
Behaviors 
Teacher 
Variables 
Environmental 
Variables 
Personality 
\ 
Personal j 
Orientation | 
Inventory i 
School Factors 
Controlled for 
by 
Research Design 
Educational, Professional 
and 
Family Background 
I 
j Questionnaire 
I for 
I Teachers 
Teacher-
Student 
Classroom 
Interaction 
Student 
Perception 
of 
Teacher 
Rapport 
' Sequential f 
I Analysis of | 
I Verbal i 
I Interaction 1 
Student 
Estimate 
of 
Teacher 
Concern 
Figure 1. Model for method of studying the teaching process 
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This study uses Type I, II, and III variables involved in the teach­
ing process. These have been defined by Gage as follows: 
Type I. Human characteristics on which teachers differ and 
which can be hypothesized to account in part, for differ­
ences in teacher effectiveness. 
Type II. Contingency factors which modify and influence the 
whole complex of behaviors that enter into the educational 
process.... 
Type III. Classroom behaviors of teachers and pupils (p. 119). 
In Figure 1 the prediction sources. Type I variables, are variables 
of the teacher which include personality and demographic characteristics. 
To estimate the degree of self-actualization of the teachers, the 
Personal Orientation Inventory was selected. A questionnaire entitled 
Questionnaire for Teachers was developed to collect data on the educational, 
professional,and family background and present status of the teachers. 
The contingency factors. Type II variables, are the environmental 
variables. Some of the school factors are grossly controlled for by the 
research design. These include such things as grade level, subject 
matter, class size, sex of pupils and teachers, length of class, timing 
of visits, and method of teaching employed. 
The classroom behaviors. Type III variables, include the verbal class­
room interaction of the teachers and pupils and a student assessment of 
teacher rapport. The quality of the teacher-pupil interaction in the 
classroom is assessed by the Sequential Analysis of Verbal Interaction. 
The quality of the nonverbal interaction is estimated by the Student 
Estimate of Teacher Concern. 
For the purposes of this study, Maslow's (1962) definition of self-
actualization has been employed, tie stated: 
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So far as motivational status is concerned, healthy people have 
sufficiently gratified their basic needs for safety, belongingness, 
love, respect and self-esteem so that they are motivated primarily 
by trends of self-actualization (defined as ongoing actualiza­
tion of potentials, capacities and talents, as fulfillment of 
mission [or call, fate, destiny or vocation], as a fuller know­
ledge of, and acceptance of, the person's own intrinsic nature, 
as an increasing trend toward unity, integration or synergy 
within the person) (p. 23). 
Maslow (1962) described self-actualizing persons as having the following 
observable characteristics: 
1. Superior perception of reality. 
2. Increased acceptance of self, of others and of nature. 
3. Increased spontaneity. 
4. Increase in problem-solving. 
5. Increased detachment and desire for privacy. 
6. Increased autonomy, and resistance to enculturation. 
7. Greater freshness of appreciation, and richness of emotional 
reaction. 
8. Higher frequency of peak experiences. 
9. Increased identification with the human species. 
10. Changed (the clinician would say, improved) interpersonal 
relations. 
11. More democratic character structure. 
12. Greatly increased creativity. 
13. Certain changes in the value system (pp. 23-24). 
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REVIEW OF LITERATURE 
Introduction 
Many studies of the effectiveness of teachers have included variables 
such as demographic characteristics of teachers, personality of the 
teacher, teacher-pupil interaction in the classroom, and teacher rapport. 
In keeping with the model for this study, the Review of Literature has 
been limited to research dealing with: (1) the Personal Orientation In­
ventory; (2) affective systems of verbal interaction since the Kalbfleisch 
(1967) study; (3) the Student Estimate of Teacher Concern; and (4) data 
collected during this study. Research on demographic characteristics has 
been incorporated into the first three sections of this Review of Litera­
ture. 
Personal Orientation Inventory 
Description 
To meet the felt need of certain therapists for an instrument to 
measure positive health, Shostrom (1964) developed the Personal Orienta­
tion Inventory (POI). The items of the POI were related to the writings 
of Humanistic, Existential, and Gestalt therapists such as Horney (1950), 
Ellis (1963), Fromm (1956), Buhler (1962), and May (1958). Items were 
also derived from the theoretical and research formulations of the con­
cept of self-actualization developed by Maslow (1954, 1962), the concept 
of inner- other-directedness developed by Reisman (1950), and the concept 
of time orientation developed by Perls e^ (1951). The items were 
selected from observed value judgments of clinically healthy and clini­
cally troubled patients seen by therapists at the Institute of Therapeutic 
Psychology over a five-year period. 
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The POI is an inventory which consists of 150 paired-opposite state­
ments of values and yields measures for twelve scales representing value 
areas held to be of great importance in development towards self-
actualization. Shostrom (1966) defines the scale of time incompetence/ 
time competence as " ... measures the degree to which one is 'present' 
oriented" (p. 6). A self-actualizing person has a time ratio of about 
1:8 showing he lives primarily in the present and only secondarily in 
the past or future. The definition of the scale of other-directed/inner-
directed support is that it " ... measures whether reactivity orienta­
tion is basically towards others or self" (p. 6). A self-actualizing 
person has a support ratio of about 1:3 which means he depends primarily 
on his own feelings and secondarily on the feelings of others in his life 
decisions. (Shostrom, 1966). 
Shostrom (1964) defines the 10 subscales as follows: 
Self-actualizing value: Measures affirmation of a primary 
value of self-actualizing people. 
Existentiality: Measures ability to situationally or ex-
istentially react without rigid adherence to principles. 
Feeling reactivity: Measures sensitivity of responsiveness 
to one's own needs and feelings. 
Spontaneity: Measures freedom to react spontaneously or to 
be oneself. 
Self regard: Measures affirmation of self because of worth 
or strength. 
Self acceptance: Measures affirmation or acceptance of self 
in spite of weaknesses or deficiencies. 
Nature of man : Measures degree of the constructive view of 
the nature of man, masculinity, femininity. 
Synergy: Measures ability to be synergistic, to transcend 
dichotomies. 
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Acceptance of aggression: Measures ability to accept one's 
natural aggressiveness as opposed to defensiveness, denial, 
and repression of aggression. 
Capacity for intimate contact: Measures ability to develop 
contactful intimate relationships with other human beings, un-
emcumbered by expectations and obligations (p. 209). 
In scoring the POX, first the time ratio and support ratio scores are 
computed. The time ratio has 23 items, and the support ratio has 127 
items. These scales are referred to as the major scales, and there is 
no item overlap between these two scales. After these two major scales 
are computed, the 10 minor subscales are computed. The number of items 
that comprises a subscale varies from 32 for existentiality to nine for 
synergy. Overlap of items exists among various subscales and between 
the subscales and the two major scales. 
Validity 
The validity of the PCI has been examined in terms of: (1) its 
ability to discriminate among nominated groups; (2) its concurrent 
validity; and (3) its ability to predict. A number of studies are re­
viewed here. 
Has the POI discriminated among individuals who were judged to be at 
different levels of self-actualization? The POI was administered to 160 
normal adults, to 29 relatively self-actualizing adults, and to 34 
relatively non-self-actuaiizing adults. Nominations of the individuals 
in the latter two groups were made by qualified Ph.D. level therapists 
from the Los Angeles as well as the Orange County Society of Clinical 
Psychologists. Results of the study conducted by Shostrom (1964) supported 
the conclusion that the test discriminated between the self-actualized, 
normal, and non-self-actualized groups on 11 of the 12 scales at the .05 
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level of significance or beyond. Of the 11 scales that discriminated, 10 
did so at the .01 level. The nature of man scale did not discriminate 
among the groups at the .05 level of significance. 
Shostrom and Knapp (1966) found that all 12 PCI scales differentiated 
between two criterion groups at the .01 significance level or higher. The 
first group was composed of 37 beginning patients at the Institute of 
Therapeutic Psychology. The second group was a sample of 39 patients in 
advanced stages of psychotherapy. These 39 had been in psychotherapy 
from 11 to 64 months with a mean time of 26.57 months. The age, sex, and 
level of education of the two groups were approximately equivalent. 
Fox et al. (1968) compared PCI scores of 185 male and female patients 
hospitalized for psychiatric reasons with the relatively self-actualizing, 
normal, and non-self-actualizing subjects who participated in the Shostrom 
(1964) study. Patients who failed to complete and/or answered both alter­
natives on 16 or more questions were not included in the study. They found 
highly significant mean differences at the .01 level between the rela­
tively self-actualizing subjects and the hospitalized patients and be­
tween the normal subjects and the hospitalized patients on all 12 scales 
of the POI. Although the major scales of time competence and inner-
directedness significantly differentiated between the non-self-actualizing 
group and the hospitalized patients at the .01 level, some of the sub-
scales did not discriminate between groups. 
Knapp (1965) administered the POI and the Eysenck Personality In­
ventory to a sample of 136 freshmen and sophomore college students in a 
southern California liberal arts college. Subjects were selected from 
the sample on the basis of scoring in the upper 27 per cent or lower 27 
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per cent on the neuroticism dimension. All mean differences for each 
POI scale were significant at or beyond the .05 level. Therefore, 
the POI appeared to be related to a lack of neurotic symptoms and 
tendencies. Knapp stated: 
Thus, even though developed from somewhat differing theoretical 
considerations, the present instruments appear to be tapping a 
common core of mental health (p. 168). 
Knapp also stated that for the present purposes the score of the inner-
directed scale was the best single estimate of self-actualization. 
In a study referred to previously, Shostrom and Knapp (1966) ad­
ministered the POI and the Minnesota Multiphasic Personality Inventory 
(MMPI) to 37 beginning patients and 39 advanced patients at the Institute 
of Therapeutic Psychology. The advanced group scored lower on four of 
the 10 MMPI clinical scales. The authors found more significant relation­
ships between the POI scales and the social introvers ion/extrovers ion 
scale than with any other MMPI scale. The correlations were .40 or 
greater on 12 of the 24 correlations. These were significant at the .01 
level. Shostrom (1966) noted that the social introversion/extroversion 
scale has been found to be widely used in counseling and guidance work. 
The depression scale of the MMPI correlated significantly with the POI 
scales also. Eleven of the 24 correlations were over .40. While the cor­
relations of the POI scales with certain of the MMPI scales were generally 
consistent in direction, it was apparent that the two instruments were 
not measuring the same aspects of mental health. 
Dandes (1966) employed the POI and four other instruments to tap 
teacher attitude and value dimensions. The four dimensions were as fol­
lows: (1) the dimensions of permissiveness as measured by the Minnesota 
11 
Teacher Attitude Inventory (MTAI); (2) authoritarianism as measured by 
Form 40 and 45 of the California F-Scale; (3) openness-closedness of be­
lief systems as measured by Form E of the Dogmatism Scale; and, (4) 
liberalism-conservatism of educational viewpoints as measured by An In­
ventory of Opinions on Educational Issues (L-C Scale). Packets containing 
the five instruments were distributed to 223 teachers in two central 
school systems in central New York state. Of 181 packets returned, 128 
packets were usable. Correlations between the combined POI scales and 
the MTAI, F-Scale, and Dogmatism Scale were .54, .68, and .65, re­
spectively, and were all significant beyond the .001 level. The multiple 
correlation between the POI scales and the L-C Scales was .47 and highly 
significant at the .01 level. Positive correlations were predicted by 
Dandes between scales measuring psychological health and teacher per­
missiveness and between psychological health and liberalism of educa­
tional views. Correlations between all of the POI scales were positive 
with the MTAI, ranging from .15 to .40 and the L-C Scale, ranging from .10 
to .39 as predicted. 
Dandes hypothesized a negative relationship between the POI scales 
and measures of authoritarianism and dogmatism. As predicted, negative 
correlations between all of the POI scales and the F-Scale occurred, 
ranging from -.18 to -.56. This was also the case with the Dogmatism 
Scale with correlations ranging from -.13 to -.49. 
Dandes also analyzed the two major POI scales as ratios. This in­
cluded the ratio of time incompetence/time competence and other-directednesg/ 
inner-directedness. Phi coefficients were employed to analyze the relation­
ships between the ratio scores and the attitude and value scores. The 11 
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phi coefficients were highly significant ranging from .01 to .0001. 
Therefore, Dandes inferred; ' 
Healthy ratio scores were associated with permissiveness, 
absence of authoritarianism, absence of dogmatism, and 
liberalism of educational viewpoints (pp. 303-304). 
Researchers in the area of selection and training of counselors 
have been interested in the PCI as a predictive measure of counselor 
effectiveness. Two studies have been completed on this aspect of POI 
validity. 
Pellegreno (1968) investigated counselor personal constructs, as 
measured by the POI, and ratings of counselor effectiveness. Subjects 
were 30 enrollees at the University of Toledo NDEA Guidance and Counsel­
ing Institute. Ratings by four supervising counselor educators and by 
the counselor enrollee peer group were used to identify the 10 potentially 
most effective counselor enrollees and the 10 least effective counselor 
enrollees. The 12 POI scales did not differentiate between the two groups. 
Pellegeno noted that the subscale means of the enrollees were above the 
normative means for the POI and that the high standard imposed during the 
selection of institute enrollees may have functioned as a limiting factor. 
Another study of self-actualization and level of counselor function­
ing was carried out by Foulds (1969) at the University of Florida. Sub­
jects were 30 graduate students, 14 males and 16 females, at the end of 
an introductory supervised practicum. All subjects responded to the POI. 
Each submitted a tape-recording of a counseling session for analysis. 
One three-minute excerpt was selected at random from each third of the 
tape. Three sets of two experienced raters each independently evaluated 
the data samples using the following three scales developed by Carthuff: 
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(1) Empathie Understanding in Interpersonal Processes; (2) Respect or 
Positive Regard in Interpersonal Processes; and (3) Facilitative Genuine­
ness in Interpersonal Processes, The highly significant Pearson inter-
rater reliabilities for.these dimensions were .57, .48, and .72, re­
spectively. The upper 27 per cent and the lower 27 per cent of the 
counselors were selected with respect to ability to offer all three 
conditions within a therapeutic relationship. Results of the statistical 
analysis revealed a significant difference at the .05 level on seven of 
the 12 POI scales. Foulds found that "The Inner Direction and Feeling 
Reactivity scales appear to be the most adequate for differentiating be­
tween the two groups of subjects" (p. 89). 
Reliability 
Shostrom (1964) reported reliability coefficients of .91 and .93 for 
the time and support scales, respectively. These were established by 
test-reteSt methods. However, the group who had been administered the 
POI and the length of time between test-retest was not clearly reported. 
Klavetter and Mogar (1967) studied the test-retest reliabilities 
using 48 students drawn from two introductory psychology courses at San 
Francisco State College as subjects. The POI was administered to each 
class and then readministered after a one-week interval. All scales had 
stability coefficients of .71 to .85, except for the three scales of 
acceptance of aggression, nature of man, and feeling reactivity. Test-
retest reliability was .71 for the time competence scale and was .84 for 
the inner-directed scale. 
High intercorrelations among subscales were reported by Klavetter and 
Mogar (1967). They found that some of the intercorrelations of the sub-
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scales were approximately equal to the reliabilities of the subscales, in­
dicating that a number of subscales lacked unique variance. A. correla­
tion matrix was reported in which there were consistently high correla­
tions with the scale of inner-directedness and to a lesser degree with the 
scales of time competence and self-actualizing value. The need for an item 
analysis was suggested by Klavstter and Mogar to limit the statistical 
redundancy and to eliminate unneeded items or scales. 
The question of which possible method for computing the overall 
measure of self-actualization is the best was investigated by Damm (1969). 
Subjects in his study were 95 male and 113 female students from a high 
school study hall in Eugene, Oregon. If three or more items on the POI 
were either both marked or left blank, the case was eliminated from the 
study. Four methods of deriving an overall score were examined. The 
first method involved converting the raw score distribution of the 12 
scales to a standard score distribution of the 12 scales and then ob­
taining an average standard score for each subject. The second method 
involved combining the standard scores of the inner-directed and time 
competence scales for each subject. The third method was that of com­
bining the raw scores of the inner-directed and time competence scales. 
The last method used the raw score of the inner-directed scale. Product-
moment correlations of each of the four possible overall scales with 
each other were computed. Also each of these four scales was correlated 
with the remaining POI scales. Intercorrelation coefficients of .87 to 
.98 were found among the four overall scales, Damm stated that " ... an 
overall measure of the POI can probably be best obtained by using the raw 
score of the I scale, or by combining the raw scores of the I and Tc 
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scales" (p. 98). 
Social desirability and faking 
A major difficulty of personality measurement has been that of obtain­
ing a true and honest response from the respondent, uninfluenced by social 
desirability and the desire of the individual to make a good impression. 
Several studies have examined the POI with reference to this problem. 
Shostrom (1966) reported a study by Knapp in which the subjects were 
86 beginning psychology students in a representative liberal arts college. 
The subjects were instructed to respond to the POI as though they were 
applying for a job and wanted to make a good impression. The 136 control 
subjects from the same college were given the normal POI instructions. 
The experimental group scored higher than the control group and similar 
to the self-actualized validating group on the self regard and nature of 
man scales. They scored low on the existentiality scale. Shostrom's (1966) 
statement on these findings was: 
In summary, these results suggest that deliberate distortion with 
instruction to 'make a good impression' does not produce a profile 
characteristic of self-actualized individuals (p. 24). 
Shostrom and Knapp (1966) in their study of the relationship of the 
POI to the MMPI suspected that the very high scoring advanced patients on 
the POI might have been defensive or might have been striving to put them­
selves in the most healthy light. They suggested that the K scale on the 
MMPI might be a useful validating measure for the lack of authenticity of 
excessively high profiles on the POI. 
Braun (1966) instructed 15 students in a social psychology class to 
respond as a typical neurotic on the POI. Immediately afterward, they 
were asked to respond as the same person after two years of therapy. T 
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tests based on correlated data disclosed a significant difference at the 
.001 level between the means produced by the two seta of instructions on 
each of the POI scales. Braun inferred: 
As Ss were able to manipulate their scores so readily, the POI 
is highly transparent and should be used with caution in 
situations where persons may be motivated to make a good 
impression (p. 1282). 
Effects of knowledge of characteristics of self-actualization and 
faking a self-actualized response to the POI were investigated by 
Grater (1968). Subjects were 96 students enrolled in either an intro­
ductory psychology class or two sections of a psychology of personality 
class at the University of Toledo. This experimental study involved 
four groups of 24 students each. Group I was given a list of self-
actualization characteristics and told to respond to the POI with self-
description. Group II was given the same list and told to respond to 
the POI as a self-actualized person would answer. Group III was told 
to respond to the POI with self-description. Group IV was told that 
some people consider self-actualizing characteristics ideal and told to 
respond as a self-actualizing person would. Each of the groups was 
administered the POI separately. Grater stated that group IV was 
actually given some knowledge about seIf-actualization in their instruc­
tion to take while group II was not given this information. Therefore, 
she cautioned that research design had been contaminated and that 
the results must be interpreted in view of the fact. The two by two 
factorial design of faking set and knowledge was analyzed by analysis 
of variance. She found that neither knowledge nor faking set alone 
were sufficient to significantly influence POI scale scores but that a 
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combination of both factors influenced the test scores. The combination 
of knowledge plus faking significantly influenced the following seven 
FOI scale scores at the .01 level: other-directed, inner-directed, self-
actualizing value, existentiality, feeling reactivity, spontaneity, and 
capacity for intimate contact. 
Two studies on faking the POI were conducted by Fisher and Silver-
stein (1969a, 1969b) using male felons who had just been admitted to the 
receiving center of the California Department of Corrections. In one 
study (Fisher and Silverstein, 1969a), subjects were 200 male felons 
with minimum intelligence quotient ot 120, as measured by the Army General 
Classification Test, a minimum reading grade' level of 8.0 and ranged in 
age from 19 to 51. The median reading grade level was 11.4, and the 
median age was 30.7 years. Subjects were randomly divided into two groups. 
One group was instructed to simulate good adjustment, and the other group 
was a control group. The experimental group scored significantly lower 
on eight POI scales and higher on the existentiality scale. 
In a following study on felons at the same center, Fisher and Silver­
stein (1969b) used the criterion of 8.0 years as a reading grade level 
but did not differentiate on intelligence quotient. The 600 subjects were 
randomly divided into three groups, each of which took the POI under only 
one set of instructions. The three groups were a control group, a group 
instructed to simulate good adjustment, and a group instructed to simulate 
poor adjustment. The groups did not differ in age, reading grade level, 
or intelligence quotient. Analysis of variance was computed, and group 
differences on all POI scales existed at the .001 level of significance. 
T tests on the group instructed to simulate good adjustment compared with 
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the control group resulted in lower scores on six scales and a high score 
for this experimental group on the self regard scale. When the control 
group was compared with the group instructed to simulate poor adjustment, 
scores on 10 scales were lower and one was higher for this particular 
experimental group. When the two experimental groups were compared, the 
group instructed to simulate poor adjustment scored lower on eight scales 
and higher on the scales of existentiality and self acceptance. When the 
control group was compared with the normal adult scores reported by 
Shostrom (1964), the control group scored lower on 11 of the 12 scales. 
Fisher and Silverstein (196%) suggested that " ... felons probably 
possess a distorted view of the normative degree of self-actualization 
in the culture" (p. 199). 
Other studies 
Leib and Snyder (1967) used the POI as a pre- and post-test on two 
groups of underachieving college students in a psychology course on remedial 
study skills. The 28 students were divided into two matching groups of 
14 each according to their scores on the inner-directed scale. Scores 
on this scale were used to indicate the pretest level of self-actualiza­
tion. The experimental group of 14 subjects was divided into three 
sections with five people in two sections and four people in the third 
section. Each section had a leader and met as a discussion group one hour 
a day, two days a week for nine weeks. Their grades in the course de­
pended upon attendance. They discussed such topics as motivation, inde­
pendence from conformity, negative effects of achievement, difficulties 
with studying, and parents. The 14 subjects in the control group all met 
together and were presented material typically covered in the course in 
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an academic manner with emphasis on lecture and specific questions and 
answers. Results of the F test denoted that both groups significantly in­
creased on the post test; however, there was no significant difference 
between the means of the two groups on the post test measure. The 
authors suggested that the Hawthorne effect might have taken place. Leib 
and Snyder did not accept the "regression phenomenon" as an explanation 
for the change in POI because the scores on the initial testing did not 
deviate significantly below the normal means for the POI. They questioned 
the .93 reliability coefficient for the support ratio reported by Shos-
trom (1964). The authors suggested the possibility that the subjects 
had chosen socially desirable responses on the post test to please the 
instructor or to satisfy themselves with the worth of the course. 
Foulds (1970) conducted a study to test the hypothesis that college 
students who participated in a personal growth group experience " ... would 
demonstrate significant positive changes in POI scores while a nontreat-
ment group controlled for pretest scores would not" (pp. 33-34). The ex­
perimental group consisted of nine males and 10 females from 18 to 22 
years old who voluntarily requested to take part in a personal growth group 
experience. These individuals were interviewed by Foulds to screen for 
severe pathology and to prepare the students for the sessions. The non-
treatment group was selected on the basis of sex and pretest scores on the 
inner-directed plus time competence scales of the POI. The control group 
was chosen from 164 students in an educational psychology course whose 
pretest scores were no more than four points different from a matching 
person in the experimental group. The treatment consisted of nine weekly 
evening sessions of four hours each in the student counseling center. 
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These sessions emphasized the here and now, being authentic, and increas­
ing awareness. Both groups were administered the PCI as a pre- and post-
test separated by a nine-week interval. The mean score of the two ad­
ministrations of the test of the experimental group were significantly 
different at the .05 level or greater on eight of the 12 PCI scales. 
All changes in scores were in a positive direction for this group. Changes 
on the inner-directed scale were highly significant at the .001 level, 
but differences were not significant on the time competence scale for 
the experimental group. There were no significant changes in the mean 
scores of the control group. 
The relationship of the PCI scale scores to home background was in­
vestigated by Gibb (1968). The home background variables included such 
factors as educational level of parents, number of siblings, working 
mother, religious background and training, absence of father, and nuclear 
or extended family setting. The subjects were 97 male and 153 female 
first semester juniors at a large midwest state university. In the 
statistical analysis, mean PCI scale scores were used, and t tests were 
computed. The mean PCI scores were higher for those students whose 
fathers had an educational level of grades 12 to 17 rather than kinder­
garten through grade 11. A significant difference between groups at 
the .05 level existed on the time competence scale in favor of the 
higher-education group. As with the fathers, subjects with mothers hold­
ing an educational level of grades 12 to 17 were higher on all mean POI 
scale scores than those whose mothers had a kindergarten through eleventh 
grade educational background. Mean POI scores on the other-directed 
scale were significantly higher at the .05 level for subjects from 
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families of seven to nine children than those from families of one to 
three children. There were significant differences at the .05 level on 
mean scores of the inner-directed and time competence scales for students 
whose mothers worked full-time in comparison to subjects whose mothers 
worked part time. In comparing the mean scores of students whose 
mothers worked full-time against students whose mothers did not work, a 
significant difference was found at the .05 level on the inner-directed 
scale. In both of these analyses, students whose mothers worked full-
time scored significantly higher on the POI. Those students who had 
little or no formal religious training as compared to students with 
Sunday school and youth-group religious training had higher mean scores 
on spontaneity, significant at the .05 level; the group with little 
or no formal religious training as compared to students who had attended 
parochial schools had mean scores on spontaneity, acceptance of aggression, 
and existentiality significantly different at the .01, .05, and .05 
levels, respectively. Students who attended church seldom or never as 
compared with students who attended church most or some of the time 
had higher mean scores significant at the .01 level on the scales of 
existentiality, feeling reactivity, spontaneity, self acceptance, ac­
ceptance of aggression, capacity for intimate contact, and inner-
directedness and were significantly higher at the .05 level on the time 
competence scale. 
Use in home economics research 
A number of studies have been completed in the area of home economics 
which involved the use of the POI. These studies included (1) the self-
actualizing process of freshmen college home economics majors, (2) the 
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vocational choice of home economics college majors in relation to creativ­
ity and self-actualization; (3) decisions of student teachers in inter­
active situations in relation to self-actualization; (4) teacher facilita­
tion of self-directed learning in relation to dogmatism and self-actualiza­
tion, and (5) four studies relating self-actualization of teachers to 
teacher-pupil rapport. 
Rosenthal (1967) studied the self-actualizing process of freshmen 
women enrolled in home economics at Stout State University in the 1966-
1967 school year. The study was divided into three different parts. The 
first part included administering the POI to 347 students in September, 
1966 and again to 265 students in May, 1967. Mean scores were computed, 
and changes in POI scale scores were analyzed. The second part involved 
case studies of the following: (1) the eight students who scored highest 
on each of the scales of time competence, inner-directedness, valuing, 
feeling, self perception, synergistic awareness, interpersonal sensitivity 
and those who ranked high on the greatest number of scales; (2) the 10 
students who ranked lowest on these same categories, and (3) seven 
students who scored at the group mean on the greatest number of scales. 
Each student wrote an autobiographical sketch of herself and was inter­
viewed by the researcher. The third part identified statements on the 
POI selected by 80 per cent of the students or more and a description of 
a hypothetical student was made. Rosenthal found that the freshmen home 
economics students exhibited positive growth in terms of the POI scores. 
Students who scored low on the POI showed a growth pattern in relation 
to most of the POI scales. However, students who scored high tended to 
have the greatest change on the scales they scored low on at the beginning 
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of the school year. She noted that the inner-directed scale was the best 
single indicator of the self-actualizing growth process in the case-
study phase of the study. She concluded that there was a positive re­
lationship among data from the POI, the interview, and the autobiographi­
cal sketch. 
Weis (1966) explored the occurrence of creativity and self-actualiza- j 
tion among college students who made vocational selections in the home 
economics field. She hypothesized that a self-actualizing individual 
would be effective in matching his personal qualities with, a suitable 
vocational choice, and therefore, self-actualizing people would make con­
sistent vocational choices. Subjects were randomly selected from the 
vocational groups of the junior students enrolled in the College of Home 
Economics at Pennsylvania State University. These three vocational 
groups included 20 art students, 34 physical science students, and 18 
social science students. Instruments used in the study were the Ideational 
and Social Self-Determination scale (ISSD) to assess creativity, the 
Kuder Preference Record--Vocational to establish if the vocational choice 
of the student was consistent with the nature of activities he preferred, 
and the POI to assess level of self-actualization. The POI total score 
was computed by addition of all of the scale scores. The range of POI 
total scores was 80 to 183. Statistical analysis of the data included a 
comparison of scores of persons scoring in the top quartile on the POI 
with those scoring in the bottom quartile. Vocational inconsistency 
occurred as frequently among those in the top quartile as with those in 
the bottom quartile. The art and social science groups differed sig­
nificantly at the .05 level from the physical science group on the mean 
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POI scores. Students in the top and bottom POI quartiles performed 
significantly differently on the ISSD. Those scoring in the top POI 
quartile tended to have high ISSD mean scores and student scoring in the 
bottom quartile tended to have low ISSD means. , This lent support to the 
belief that creativity is a characteristic of the self-actualizing per­
son. More self-actualizing subjects had a significantly lower voca­
tional interest in social service, as assessed by the Kuder Preference 
Record--Vocational social service subtest, than the less self-actualizing 
students. 
An investigation of decisions made by student teachers in inter­
active situations as related to degree of self-actualization was conducted 
by Baggott (1968). Her sample included 158 home economics students who 
had completed student teaching from seven institutions with vocationally 
approved programs of teacher education. Each of the subjects responded 
to the POI, an Interactive Decisions Test, a Decisions Genuineness Test, 
and the Adjective Check List. In addition, each subject was rated by 
her college student teaching supervisor on the College Supervisor Rating 
Scale. 
Baggott developed a different scoring method for the POI. This 
method was reported by Smith (1968) as follows: 
A possible high score by this method is 125. Every item that 
was counted toward one of the subscales was included. Items 
used in more than one subscale were counted only once. In 
this scoring procedure seven items were scored correct in one 
subscale and the opposite answer received a correct score in 
another subscale and therefore these seven were counted as 
correct irrespective of which response was chosen. 
This scoring procedure was established as valid on the 
basis of the highly significant correlation between the score 
arrived at by the use of the Baggott procedure and the score 
arrived at by the procedure recommended by the POI Manual (r = 
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.963). This coefficient was higher than the one established 
between the short scoring procedure suggested by the POI Manual 
using the four ratio scores and the recommended long scoring 
procedure ( r = .868) (Smith, 1968, p. 56). 
Baggott statistically tested five hypotheses in her study of student 
teachers. Using single classification analysis of variance, she failed 
to reject the null hypothesis that student teachers of the seven in­
stitutions did not differ on their mean total POI scores. For the four 
other hypotheses, the statistical analysis employed was the t test for 
non-correlated samples of unequal size. No difference between students 
who scored either high or low on the POI was found in scores on the Inter­
active Decisions Test. Student teachers with high POI scores did not 
differ significantly on the Decisions Genuineness test scores from those 
with low POI scores. There was no statistical difference between subjects 
with high and low POI scores on the scores from the Adjective Check List. 
Lastly, no differences existed between student teachers with high and low 
POI scores in relation to the scores on the College Supervisor Rating 
Scale. Also revealed through further examination was "... the Time-
Ratio seemed to differentiate the student teachers on two of the orienta­
tion scales of the Interactive Decisions Test even though the composite 
score had not" (p. 82). 
The purpose of a study by Smith (1968) was to investigate the re­
lationships between self-actualization and open-mindedness of home 
economics teachers and their perceptions of their use of behaviors related 
to the development of student self-directed learning. Subjects were 164 
graduates of the teacher education program at Pennsylvania State Uni­
versity from 1957 to 1966 with a minimum of one year of teaching experi­
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ence. Instruments used were the Dogmatism Scale developed by Rokeach, 
the Teacher Facilitation of Self-Direction Inventory developed by the 
investigator, and the POI. Smith used the Baggott method for scoring 
the POI. The range of scores from this method of computing total POI 
scores was 63 to 111. For the 164 teachers, the mean for years since 
graduation was 5.494, and the mean for years of teaching experience was 
2.848. The statistical analysis was computed for the persons who scored 
in the top or bottom quartiles on the POI. Significant relationships 
were found among the levels of self-actualization, degrees of dogmatism, 
and perception of use of behaviors relevant to the development of self-
directed learning for the homemaking teachers. Correlation coefficients 
for 82 teachers in the top and bottom POI quartiles were highly signifi­
cant at the .01 level between the POI score and the Dogmatism Scale 
score, and between the POI score and the Teacher Facilitation of Self-
Direction Inventory score. Significant at the .05 level was the relation­
ship between the scores on the Dogmatism Scale and on the Teacher Facilita­
tion of Self-Direction Inventory. Smith interpreted the results as 
follows : 
These findings ... support that the more highly self-actualizing 
teachers are significantly less dogmatic and perceive themselves 
as using a greater amount of teacher strategies which implement 
and facilitate student self-directed learning than their less 
self-actualizing counterparts. The findings from these analyses 
further indicate that years since college graduation and years of 
teaching experience do not significantly differ between these 
two groups of teachers (p. 98). 
Murray (1966) explored the relationship of self-actualization to 
"teacher success" with students (p. 1). The sample included 26 home 
economics teachers who were identified as working with successful programs 
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in a 1961 study. In the 1961 study, 28 out of 140 schools were identified 
as having successful homemaking programs and of the 66 teachers associated 
with these schools, data from the Student Estimate of Teacher Concern 
(SETC) developed by Nygren and Ray were available for 41 of them. Of 
the 41 teachers in the 1961 study, 34 were contacted and 26 agreed to 
participate. Data from the 1961 administration of the SETC were avail­
able for 2333 students of the 26 teachers. These students were in the 
seventh through twelfth grades. The number of students who responded to 
the SETC per teacher ranged from 38 to 207, and the mean number of 
students per teacher was 89.7. 
The 26 teachers were grouped on the basis of their PCI scores. Each 
teacher was mailed the POI in 1965. Kendall's concordance coefficient 
was used to determine if the total POI score was as accurate as the 
several ratios and subscores at differentiating among teachers. This co­
efficient was found to be 0.31, and the F ratio was 4.04, which was sig­
nificant at the .001 level. Therefore, the ranking of teachers was de­
termined by their total POI scores which ranged from 112 to 167. On the 
basis of the total POI score, the teachers were divided into the 'Vnore 
seIf-actualizing" and "non-self-actualizing" groups (p. 30). The more 
self-actualizing teachers had a mean total POI score of 150.7, a mean 
SETC score of 284.1, and an average of 12.4 years of teaching experience. 
The non-self-actualizing group had a mean POI score of 129.6, a mean SETC 
score of 251.8, and an average of 12.6 years of teaching experience. 
Results of the statistical analysis of data from the two differing 
groups was reported by Murray. Using the grand mean SETC scores for the 
two groups of teachers, the t test for non-correlated data, and critical 
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values on the basis of a one-tailed test, the hypothesis was supported at 
the .0005 level of significance that the teacher with a higher PCI score 
would be judged by her students as more seIf-actualizing than the teacher 
with a lower POI score. To further analyze at which grade levels the 
differences occurred, a t test for non-correlated data was used on the 
mean SETC score for each grade level. Highly significant differences at 
the .01 level or beyond were found in the seventh through tenth grades 
between the two groups of teachers. No differences between the two groups 
were found for the eleventh or twelfth grades. The following hypothesis 
was tested: 
There will be no significant differences in assessment of teacher 
concern for the more self-actualizing teacher across the grade 
levels she teaches: for the nonself-actualizing teacher there 
will be significant differences (p. 2). 
Based on a two-factor analysis of variance including the factors of de­
gree of self-actualizing and grade level, this hypothesis was supported. 
The last hypothesis was that for the more self-actualizing teacher no re­
lationship would exist between years of experience and teacher concern. 
Significant at the .05 level was the 0.648 correlation between the mean 
SETC score and years of teaching experience at the time of the administra­
tion of the SETC for the more self-actualizing group. Correlations be­
tween the mean SETC scores and years of teaching experience were not 
significant for the total group of teachers or for the non-seIf-actualizing 
group. To determine whether ranking on the basis of the SETC would have 
resulted in great differences, the mean SETC scores of teachers and their 
POI scores were computed using a Spearman rank order correlation. "The 
resulting value was 0.478 which is significant at the .01 level, making it 
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possible to conclude that the grouping was reasonably reliable" (Murray, 
p. 40). An additional analysis of the data was made by Murray and re­
ported as follows: 
When a Spearman rank order correlation between grade level X POX 
scores and x SETC scores for both groups was computed the re­
sulting value was 0.448 which is not significant. Using the same 
scores within the groups the resulting Spearman r for the more 
SA group was -0.757 which is significant at the .05 level, for 
the low group S^ was -0.328 which was not significant (p. 41). 
In a later study, Murray (1968a) attempted to determine if the level 
of self-actualization and social values of a home economics teacher 
affected the students * perception of teacher concern and to measure the 
value patterns and level of self-actualization of home economics teachers. 
Instruments used in the study were the PCI, the Allport-Vernon-Lindzey 
Study of Values (AVL), and the form of the SETC developed by Ray. Of 
a total of 631 randomly selected home economics teachers, 314 agreed to 
participate and 261 completed the POI, AVL, and a short data sheet for 
the study. 
The POI total score in this study was derived by adding the inner-
directed score and the time competence score. The mean inner-directed 
score for the total group was 79.20 with a range of 48 to 106 and a 
standard deviation of 10.33. The mean time competence score was 17.31 
with a range of 9 to 23 and a standard deviation of 2.80. Based on both 
of these scales, the mean total POI score was 96.51 with a range of 58 
to 125 and a standard deviation of 11.94. 
Murray reported findings on age and years of teaching experience for 
the total group of teachers. The average age of the home economics 
teachers was 42.5 years. The teachers varied in teaching experience from 
0 to 40 years with 11.52 years as a mean. 
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In the statistical analysis of the first phase of the study, only 
one correlation reached the .05 level of significance. This was the 
correlation between total POX score and the aesthetic value score on the 
AVL. 
The second phase of the study involved the selection of 20 teachers 
and the administration of the SETC to the students of these teachers. 
Two rank order distributions of teachers were made on total scores for 
the PCX and the AVL. The top and bottom five teachers from each distri­
bution were selected to be contacted with regard to participation in 
the second phase of the study. It was necessary to contact the top and 
bottom seven teachers on the PCX total score distribution to obtain the 
needed 10 teachers. Murray then went to the schools of the selected 20 
teachers to administer the SETC. 
A comparison was made of the scores of the 10 teachers selected on 
the PCI. The self-actualizing group of five teachers had a mean score 
on the time competence scale of 19.6 and a range of 17 to 23; whereas 
the non-self-actualizing group had a mean of 12.4 and a range of 10 to 
15. The self-actualizing group had a mean on the inner-directed scale 
of 99.8 with a range of 97 to 103; whereas the non-self-actualizing group 
mean was 58.4, and the range was 55 to 62. 
The data on the SETC for the four groups of teachers was reported 
by Murray as follows : 
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Student n SETC range SETC mean 
Total student population 793 58-367 265.28 
Self-actualizing teachers 201 107-367 295.46 
Nonself-actualizing teachers 181 62-363 253.83 
High social values teachers 199 119-366 285.99 
Low social values teachers 212 58-365 227.01 
(p.44). 
Findings in this study supported two of the four hypotheses formulated 
by Murray (1968a). Both of the hypotheses that self-actualizing teachers 
would be perceived by students as more concerned than non-self-actualizing 
teachers and that teachers with high social values would be perceived by 
students as more concerned than teachers with low social values were 
supported at the .0001 level of significance, using a one-tailed t test. 
The following two hypotheses were not supported: 
SeIf-actualizing teachers will have significantly higher scores 
on the theoretical value scale than the nonself-actualizing 
teachers (p. 9). 
There will be sig? ':icant difference in the portion of variance 
of the measures o' jtudents perceptions of teacher contributed 
by level of self-actualization and social values (p. 9). 
Wilhelm (1968) Investigated the interaction of teacher personality 
and student personality in relation to the effectiveness of the teacher. 
Instruments used were the POI and the form of the SETC developed by Ray. 
The Baggott method of scoring the POI was used. Using the POI data 
collected on home economics teachers by Murray (1968a) and Smith (1968), 
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Wilhelm selected three self-actualizing and three non-self-actualizing 
teachers. Only subjects who were teaching home economics at that time 
and who had at least 20 students at the eleventh and twelfth grade 
levels available for testing were eligible. She found attrition was a 
major problem in obtaining a sample as a number of the selected teachers 
were not currently teaching, some did not respond to the mailed request, 
the addresses of some where not known, and two teachers were not willing 
to participate in the study. The self-actualizing teachers chosen all had 
a total POI score of 95, and the non-self-actualizing teachers had a mean 
score of 67.7. Both the POI and the SETC were administered to 192 students 
of the selected teachers. Data from the top and bottom quartiles of the 
scores of students on the POI were used in hypothesis testing. 
Two of the three hypotheses were supported in the statistical anal­
ysis of the data. The hypothesis that "Self-actualizing teachers will be 
perceived as more concerned by all of their students than the nonself-
actualizing teachers will be by theirs"(p. 19).was supported at the .01 
level of significance. The mean scores of the two quartiles of students 
and a t test for non-correlated samples of unequal size were used in the 
analysis. Using the same statistical procedure, Wilhelm found the hy­
pothesis that "Non self-actualizing teachers will be perceived as more 
concerned by their less self-actualizing students than by their more self-
actualizing students" (p. 19) was significant at the .05 level. Self-
actualizing teachers were not viewed as demonstrating more concern by 
students scoring in the top quartile on the POI in comparison with those 
students scoring in the bottom quartile, even though a difference 
occurred in the predicted direction. 
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Wilhelm concluded that the self-actualizing teacher was more effective 
and concerned about all of her students than was the non-self-actualizing 
teacher. She stated: 
The non SA teacher can establish a reasonably good relation­
ship with the less SA students, while the SA teacher can 
function at a better level with all kinds of students (p. 38). 
Evans (1969) studied the relationship of student learning and the 
self-actualization of the teacher in eight seventh grade classes of 
home economics. Two teachers who scored in the upper quartile and two 
who scored in the lower quartile on the POI in the Murray (1968a) study 
were selected as subjects. Evans stated; 
These four teachers were each asked to select two (one experi­
mental and one control) seventh grade classes which could be 
considered average as determined by intelligence tests ad­
ministered in their respective schools (p. 13). 
The SETC as developed by Ray was employed to measure teacher concern. 
The four experimental classes were controlled on the subject content 
variable by the use of teaching unit in child development which consisted 
of 12 lessons and an accompanying unit test. The four control classes 
received only the unit test. The hypothesis was rejected that students 
of self-actualizing teachers would have higher mean achievement test 
scores than students of non-self-actualizing teachers although the mean 
achievement score differences were in the predicted direction. She re­
ported: 
Data indicated that student groups with high SA teachers had 
the lowest mean grade equivalent scores yet the highest scores 
on the unit achievement test. This finding gives weight to 
the importance of the SA teacher in spite of the fact that 
differences were not significant (pp. 31-32). 
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Evans found that self-actualizing teachers were not significantly ranked 
as more concerned by their students than were non-self-actualizing 
teachers, but the mean SETC scores for the self-actualizing teachers were 
higher than the mean scores of non-self-actualizing teachers. 
Affective Systems of Verbal Interaction 
Introduction 
A large number of studies on the affective domain of verbal inter­
action of teachers and pupils in the classroom have been completed in the 
last 10 years. Reviews of a number of observation systems and techniques 
used to analyze the teaching process were done by Kalbfleisch (1967), 
Flanders and Simon (1969), Rosenshine (1970), and Boyd and DeVault (1966). 
Simon and Boyer (1968b) completed an anthology of 26 classroom interaction 
systems of observation in the affective and cognitive domains. Cognitive 
theory and research as relates to interaction analysis was reviewed by 
Brun (1970). 
This review of the affective systems of verbal interaction has been 
limited to the Sequential Analysis of Verbal Interaction (SAVI), the 
Flanders Interaction Analysis System (FIAS), and the Verbal Interaction 
Category System (VICS). One of the purposes of this study was to investi­
gate the usefulness of the SAVI in analyzing class discussions in home 
economics. Both the SAVI and the VICS instruments were developed from 
the FIAS. Research on verbal behaviors in the home economics classroom 
was conducted by Kalbfleisch (1967), Jorgenson (1968), Baird (1969), 
Ham (1969). Jorgenson, Baird, and Ham used the FIAS, and Kalbfleisch 
used the VICS. 
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Since Kalbfleisch thoroughly reviewed the research on the FIAS and 
the Vies and since Amidon and Hough (1967) compiled a book of the papers 
on research, theory, and applications of interaction analysis, it was 
decided to review research on these two instruments since 1967. The 
categories of the FIAS and the VICS are given in the Appendix. (See 
Appendix A: Categories of the Flanders Interaction Analysis System and 
Appendix B: Categories of the Verbal Interaction Category System). 
Research on the Flanders Interaction Analysis System 
Sorber (1967) compared two groups of subjects on: (1) the pre­
dominance of direct and indirect behavior as assessed by the FIAS; 
(2) the patterns of verbal interaction during the teaching of reading, 
arithmetic, social studies, and science; and (3) the personality needs 
of the groups as assessed by the Edwards Personal Preference Schedule 
(EPFS). The two groups of subjects were 16 elementary teachers who were 
"traditionally prepared" and 14 graduate teaching interns with a liberal 
arts background. Each teacher was observed for no less than two hours. 
Results of a Chi square analysis indicated that first-year teachers were 
significantly more indirect at the .01 level in the areas of teaching 
reading, arithmetic,and social studies than the interns. The interns were 
significantly more direct at the .01 level in the teaching of science. 
No significant differences were found between the two groups on the 15 
personality needs assessed by the EPFS. Teachers seldom accepted the 
feelings of students, seldom used extended praise, and seldom used extended 
clarification of student answers. Sorber concluded, "The teachers ob­
served in this study were as a group, more frequently direct than in­
direct" (p. 53). 
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Both the FIAS and the EPFS were used by Surge (1967) in a study of 
the relationship of personality variables and the verbal behavior of 
student teachers during student teaching. The purpose of the study was 
to ascertain whether measurement for personality of students prior to 
student teaching would be useful in predicting classroom behavior. Sub­
jects were 31 students who did student teaching in the subjects of 
social studies, mathematics, science, and language arts. Subjects re­
sponded to the EPFS before they began student teaching. Two 50 minute 
audio tapes of the verbal interaction were made for each subject during 
the first half of the nine week period of student teaching, and two 
50 minute tapes were made the second half of the period. The verbal be­
haviors recorded on the four tapes were analyzed by three raters. No 
relationship was found between the FIAS and the EPFS. Verbal patterns 
of students did not change statistically during a 50 minute period or 
during the nine week period. Burge recommended improving category one 
of the FIAS. 
Simon (1967) studied whether the verbal patterns of student teachers 
varied between classes they chose as a favored class and classes they 
did not favor. Subjects were 56 student teachers who were divided into 
four groups of 14 subjects. The first group designated their favorite 
class and received training in the FIAS. The second group designated 
their favorite class and received no training in the FIAS. The third group 
was trained in the use of the FIAS but was not paired with their favored 
class. The fourth group received no FIAS training and was not paired with 
their favored class. The verbal behavior of student teachers without 
training in interaction analysis did not differ significantly between 
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classes they favored and classes they did not favor. However, differences 
occurred between the two groups trained in the FIAS and the two groups 
not trained. Simon stated: 
This study indicates that training student teachers in in­
teraction analysis is more directly related to their verbal 
behaviors in the classroom than is the preference which these 
teachers express for the class in which they are teaching (p. 50). 
Ober (1967) used the 13 category modified FIA.S in a study of student 
teachers at Ohio State University. Subjects were 30 pre-service teachers 
trained in interaction analysis, and 30 pre-service teachers who received 
no training in interaction analysis. Each of the 60 subjects was ob­
served for six 20 minute periods during student teaching. The purposes 
of the study were: 
1. To investigate the relationship of the dogmatism factor, as 
measured by the Rokeach Dogmatism.Scale, to selected verbal 
behaviors gathered by student teachers as measured by a 13 
category modification of the Flanders IAS. 
2. To investigate the relationship of the ability to react 
effectively to selected classroom situations, as measured 
by the Teaching Situation Reaction Test to selected verbal 
behaviors on the modified FIAS. 
3. To investigate the effect that training and no training in 
interaction analysis have on these personality-behavior 
relationships (p. 39). 
Relationships were found between the dogmatism factor and the verbal be­
haviors of the pre-service teachers. Also a relationship existed between 
the ability to react to selected classroom situations and the verbal be­
haviors of pre-service teachers during student teaching. 
Giebink (1967) studied the relationship of attitude of teachers, 
as measured by the Minnesota Teacher Attitude Inventory (MTAI), to 
teacher behavior, as measured by the FIAS. Subjects were 27 female teachers 
who taught in four elementary schools within a school system. The mean age 
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of the teachers was 39.41 years. The mean number of years of teaching 
experience was 10.04 years. Each teacher was given the MTAI and was 
observed in class for two 20 minute periods by her principal. Five weeks 
later she again responded to the MTAI and was observed in class for two 
20 minute sessions. The mean agreement between the principals for the 
10 categories was 86.00 per cent. Giebink stated " ... the main con­
clusion that could be drawn was no relationship between the attitude, 
as measured by the MTAI and observed teacher behavior" (p. 236). 
A comparison between the dimensions of classroom behavior measured 
by the FIAS and the Observation Schedule and Record (OScAR) systems was 
made by Medley and Hill (1969). Subjects were 70 first-year teachers 
who taught English, mathematics, science, or social studies in junior 
or senior high schools. All subjects were enrolled in an internship 
program for teachers who were graduates of a liberal arts program. Each 
teacher was observed in class twice in February and again twice in May 
or June by two raters. One rater used the FIAS, and the other used the 
OScAR. Medley and Hill concluded that: 
Flanders' instrument appears more sensitive to student behaviors 
and less able to discriminate teacher behaviors related to 
substantive content from behaviors related to procedure or manage­
ment. OScAR is less useful in examining student behavior, but 
provides more information about how a teacher divides his time 
between management and instruction, and the quality of both 
(pp. 822-823). 
An investigation of the relationship between the verbal behavior 
of teachers and the achievement of pupils was conducted by Powell (1968). 
The major hypothesis of this study was "Indirect teacher influence is 
positively related to higher pupil achievement than is direct teacher 
influence" (p. 23). Instruments employed in the study were the FIAS, 
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the Kuhlmann-Finch intelligence test, and the SRA Achievement Test Series. 
The arithmetic total, reading total, and composite scores were used for 
the SRA Achievement Test Series. Subjects were observed in the spring 
at the third grade level and again in the spring at the fourth grade 
level. After the observations, the intelligence tests were administered 
by the school psychologist, and the achievement tests were administered 
by the teachers. Subjects were divided into four groups of students. 
Groups one and two were each taught by an indirect teacher for three 
years, and groups three and four were taught by a direct teacher for 
three years. The fourth year each group had a different teacher with 
groups one and three having an indirect teacher and groups two and four 
having a direct teacher. The research design included controlling on the 
variables of sex and intelligence. After three years of indirect teach­
ing, groups one and two scored significantly higher at the .05 level on 
the composite and arithmetic scores of the SRA Achievement Tests than did 
groups three and four. No significant difference was found on achieve­
ment between the groups at the fourth grade level. 
Reynolds (1970) studied the cognitive complexity of college in­
structors in relationship to their classroom interaction. He hypothesized 
that " ... a positive relationship exists between cognitive complexity and 
verbal interaction patterns in the classroom" (p. 60). Subjects were 21 
freshmen composition instructors on the English faculty at the State Uni­
versity of New York--Albany. Each instructor responded to the Modified 
Role Repertory Test developed by Bieri. Also each instructor was ob­
served in class at the beginning, middle, and end of a 16 week term. The 
FIAS matrices were pooled to form the mean for each instructor. The mean 
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of the tallies for indirect and direct talk for every instructor were 
correlated with the complexity score. A correlation of .77 was found 
between cognitive complexity and direct talk which was significant at 
the .01 level. A correlation of -.63 existed between cognitive complexity 
and indirect teacher-talk which was also significant at the .01 level. 
In addition the ratio of indirect to direct talk correlated -.78 with 
cognitive complexity and was significant at the .01 level. 
Difficulties with the use of the FIAS were reported by Willson 
(1967). He stated that too much time was involved in learning and tabu­
lating the FIAS. A second weakness of the FIAS was that: 
... the method has limited application; there are many ways 
of communicating meaning other than through verbal means and 
other ways of communication are precluded by this process of 
analysis. Gestures, voice inflection, looks and glances, 
temperament and disposition, attitude, only to name a few 
factors, escape analysis. In an actual classroom situation 
these intangible and perhaps unmeasurable modes of communica­
tion have significant effects on students—they play a very 
great role in the interaction that takes place in teacher-
student relations. Sometimes a 'dirty look' can inhibit, alter 
or stop the interaction. In the same way, an expectant, 
pleasant glance can offer much encouragement and facilitate 
interaction (p. 61). 
A review of research in the area of teacher effectiveness was made 
by Flanders and Simon (1969). Concerning the relationship of teacher 
behavior, teacher-pupil rapport, and pupil achievement they concluded: 
Nevertheless, it can now be stated with fairly high confidence 
that the percentage of teacher statements that make use of 
ideas and opinions previously expressed by pupils is directly 
related to average class scores on attitude scales of teacher 
attractiveness, liking the class, etc., as well as to average 
achievement scores adjusted for initial ability (p. 23). 
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Research in home economics 
Four studies of the affective verbal behaviors of home economics 
teachers in class discussions were located in the literature. These 
are reviewed here. 
Kalbfleisch (1967) investigated the verbal behaviors in home 
economics classrooms of 23 student teachers and six experienced teachers. 
The purposes of this study were: 
... to investigate the appropriateness of the Verbal Inter­
action Category System (VICS) for use in analyzing home 
economics classroom verbal behavior and to suggest ways of 
using the VICS for pre-service and in-service home economics 
education (p. 53). 
Audio recordings of a discussion class and a laboratory class were made 
for six teachers selected from Iowa State University graduates of the 
Home Economics Education Department. The six experienced teachers were 
in their third to fifth year of teaching. Recordings were made of the 
discussion classes of 15 student teachers and of the laboratory classes 
of eight other student teachers. So that the number of verbal behaviors 
tallied were the same for all laboratory and discussion classes, 400 be­
haviors were tallied and analyzed for each class session. The verbal be­
haviors were statistically analyzed in terms of frequency of tallies in 
categories and the 21 matrix areas. Analysis of variance was employed 
to test differences in the verbal behaviors between methods of teaching, 
levels of experience, and differences among experienced teachers. To 
discover if certain verbal behaviors appeared to be related to each other, 
correlations were computed. In addition the proportion of time was calcu­
lated for each of the different categories of verbal behavior. 
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The findings included: 
... experience level of the teachers in this study did not seem 
to have much effect upon the kind of verbal behaviors used. 
Discussion classes did show verbal behaviors different from those 
exhibited in laboratories. Experienced teachers included in the 
study were similar to one another in use of verbal behavior when 
the two types of teaching situations were considered together 
(p. 57). 
Correlations of .70 were found between the following pairs of categories: 
teacher gives directions and teacher accepts behavior of pupil; teacher 
accepts feelings of pupil and the pupil responds to the teacher un-
predicatably; teacher asks broad questions and pupil initiates talk to 
the teacher and; pupil responds to another pupil and confusion. Findings 
about the percentage of time that different types of verbal behavior 
were employed include the following: 
1. Teachers talked over 60 percent of the time, while pupils 
talked a little less than 30 percent and there was silence 
or confusion about 10 percent of the time ... 
2. The type of verbal behavior most often used by teachers, 
28.4 percent of the total, was giving information or 
opinion. The next highest category for teachers was 
direction giving the 10.5 percent of the total. 
3. Teachers rarely acknowledged pupil feelings, only 0.6 
percent of the total time, either by acceptance or re­
jection. 
4. Teacher accepting statements occurred seven times more 
frequently than did teacher rejecting statements. 
5. Over five times more teacher initiation than teacher 
response occurred. 
6. Less than one percent of pupil-to-pupil interchange 
of verbal behavior occurred as part of the regular 
class discussion. 
7. Pupils responded to the teacher unpredictably three times 
more often than they responded predictably (pp. 58-59). 
Jorgenson (1968) studied the verbal behaviors of beginning home 
economics teachers. Subjects were six first-year teachers and six 
second-year teachers. The investigator categorized the behaviors ac­
cording to the FIAS as she observed in the classroom. The 12 teachers 
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were asked to plan discussion classes for the day the observations were 
to be made. The verbal interactions were tallied for three 20 minute 
periods for each of the teachers. She found: 
The two areas in which the technique. Interaction Analysis, 
pointed up weaknesses in these beginning teachers were in 
accepting and using student ideas, and in encouraging more 
student initiated participation (p. 80). 
This was found by comparing the data collected with the 12 beginning 
teachers of home economics with averages of other studies which used the 
FIAS. The mean percentage of teacher-talk was 56.00 for the first-year 
teachers and 61.37 per cent for the second-year teachers. The mean in­
direct/direct ratio was 0.29 for the first-year teachers and 0.16 for the 
second-year teachers. Jorgenson recommended observing the teachers 
several times so that the total verbal behavior of the teacher could be 
more accurately described and, "It might also help eliminate, to some 
extent, the anxiety which an observer causes within the room, that is 
the proper rapport can be set up between the teacher and the observer" (p. 
82) .  
Baird (1969) investigated the effect of teaching the use of the FIAS 
to student teachers in home economics on their classroom verbal inter­
action. Two groups of eight student teachers were randomly selected, the 
control group from the spring and the experimental group from the fall 
students enrolled in student teaching at Oklahoma State University. The 
control group received no instruction in interaction analysis. The ex­
perimental group studied the FIAS for eight 55 minute periods per week for 
four weeks before student teaching. All student teachers were observed 
twice, separated by a time interval of at least two weeks, and the verbal 
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behaviors were tallied in the classroom. Approximately 45 minutes of 
verbal interaction was recorded for each student teacher for each visit, 
but this was not always possible since " ... a few student teachers taught 
only one class in which there was discussion or lecture. In those cases, 
the total time that was spent in interaction was recorded" (p. 50). The 
investigator tailed only class sessions which involved lecture and/or 
discussion. Class sessions which involved laboratory work, student re­
ports, and individual work were not tallied. Grade levels of the classes 
varied from ninth to twelfth grades. Class sizes varied from four to 29 
students. 
Significant differences between groups occurred in only two cate­
gories of verbal behavior. A difference significant at the .005 level 
was found between the two groups of student teachers in favor of the ex­
perimental group on the mean per cent of utilization of the category, 
acceptance, clarification, and use of student ideas. The second differ­
ence was described by Baird as follows: 
Although there was more total pupil talk in classes of student 
teachers in the experimental group, category eight pupil talk 
(teacher-initiated) was significantly greater in classes of 
student teachers in the control group. The significance level 
was .05 (p. 91). 
Baird further described the verbal behaviors of the student teachers. 
It was found that the experimental group exhibited more verbal behaviors 
classified as indirect than did the control group. The mean indirect/ 
direct ratio was 1.142 for student teachers in the experimental group and 
0.508 for student teachers in the control group. The percentage of 
teacher-talk was 65.44 for the control group and 59.34 for the experi­
mental group. She also found that student teachers were favorable in 
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their evaluation of the study of interaction analysis. Grade point 
averages of the student teachers did not correlate significantly with 
student-talk, teacher-talk, or the indirect/direct ratio. 
The use of inLeraction analysis with pre-service home economics 
teachers was investigated by Ham (1969). The purposes of this study were 
(1) to ascertain whether teaching lessons on the use of the FIAS and 
concentrating on the verbal behaviors of teachers significantly increased 
the knowledge of the student about the classroom interaction, and (2) to 
determine the pattern of verbal interaction of the subjects in a teaching 
situation after the lessons had been completed. Subjects were 26 students 
enrolled in a methods course in home economics education. A pre- and 
post-test criterion measure, a retention test, and an audio tape record­
ing of teaching done by the subjects were collected as data. Ham 
found " ... that undergraduate students were able to identify and apply 
principles of verbal teaching patterns as evidenced by their higher 
scores on the criterion posttest" (p. 83). Students scored significantly 
higher at the .01 level on the retention test. Ham concluded: 
... that when students had the opportunity to analyze teaching 
through Flanders' interaction analysis system, they showed a 
greater understanding of the effect of teacher verbal behavior 
on student verbal response than students who did not have this 
opportunity (p. 83). 
Sequential Analysis of Verbal Interaction 
The Sequential Analysis of Verbal Interaction system was developed 
by Simon and Agazarian (1967). The theory behind the SAVI was de­
scribed by Simon and Agazarian (1968) as the following: 
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The ayatem provides a conceptual and operational link between 
the cognitive and affective domains. Based on a theory that 
every statement contains a personal (affective) and topic 
(cognitive) component, the SAVI theory predicts that unless 
the affective message is unambiguous, and in the long run, 
supportive, the cognitive component of the message is unlikely 
to be used (p. 3). 
The two components of information in a message were defined by Agazarian 
(1969) as: 
Part of every message contains information about what people are 
talking about; this is called the topic information. Part of 
the message contains information about how people are relating 
to each other as they talk; this is called personal information 
(p. 22). 
In formulating the theoretical framework of the SAVI, all behavior was 
conceived as of problem-solving behavior. The system was developed so 
that all verbal behavior was categorized as approaching or avoiding 
the problem of communication. Each verbal behavior is classified (1) 
as approach toward or avoidance of the problem of communication, and (2) 
by the amount of personal and topic information contained in the message. 
The nine classes and the 28 categories of the SAVI are given in the 
Method of Procedure. 
The concept of the hierarchy of needs as proposed by Maslow (1954) 
was used in the development of the theoretical framework of the SAVI. 
Agazarian and Simon (1966) suggested that the response of a person is 
determined by " ... his ability to decide how he wishes to respond to 
the situation he perceived" (p. 5) and by his hierarchy of needs. The 
authors stated the relationship as follows: 
Dr. Maslow suggests that to the éxtent a lower order need is 
satisfied, the individual is able to direct his energy to 
satisfy a higher order need. We see this subject to outside 
stimulus and identify certain behaviors of others that are 
more likely to stimulate higher order needs, and other 
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behaviors that are more likely to activate the wish for sur­
vival and security plus the fear of loss of affection and ego 
rewards ... we suggest that behavior that stimulates a person's 
curiosity is more likely to activate the problem solving, 
creative behaviors in an individual, which is the level that 
Dr. Maslow calls self-actualizing (p. 5). 
The SAVI categories were developed from the categories used by 
Flanders in the FIAS. Also the system of tallying and building matrices 
was based on the Flanders approach to interaction analysis. However, 
there are several differences between the SAVI and the FIAS. These 
were outlined by Simon and Agazarian (1967) as the following: 
1. Whereas the FIAS categorized personal information as in­
direct behavior and task information as direct behavior, 
the "... SAVI assumes that topic and personal information 
are in fact interdependent components of every message in 
every act of communication behavior" (p. 7). 
2. Whereas the FIAS was developed for classroom interactions, 
the SAVI was developed for use with any group of people in 
discussion such as discussions at meetings, discussions in a 
classroom, or discussions in a psychotherapy situation. 
3. Whereas the Flanders system categorizes a command like 
"Open your textbooks" as a direct type of verbal behavior, 
the SAVI would: 
... categorize it as a 'potential' act, that carries the po­
tential for approach or avoidance of information transfer, 
and contains more topic than personal information. Whether 
it links to an approach or avoidance act depends on the next 
statement. If 'Open your textbooks.'' was followed by a stu­
dent's response, 'You want us all to open our texts,' the re­
sponse would be categorized by SAVI as 'approach to topic.' 
If it was 'A funny thing happened the last time we opened 
our texts,' the response would be categorized as avoidance 
of topic. And if the response was *I get very confused by 
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by the textbook,' it would be categorized as potential main­
tenance, and, again whether the potential would be actualized 
by an approach or avoidance response would depend on the 
nature of the next response (p. 7). 
Both inter-rater reliability and intra-rater reliability have been 
reported by Simon and Agazarian (1967). Two observers tallied 10 samples 
of taped talk which were each 10 minutes in length. The inter-rater 
reliability ranged from 85 per cent to 95 per cent on all samples. The 
intra-rater reliability on a sample of taped talk was 86 per cent agree­
ment with a six weeks interval between the two tallying processes. 
An exploratory study of the relationship of the SAVI to criterion 
measures of targetness and convergence was completed by Agazarian (1969). 
Subjects were a " ... group of people who had been invited as experts 
in their field to meet at a conference and to solve a specific problem" 
(p. 30). A total of 100 minutes of verbal interaction was tallied and 
analyzed. Of the 28 verbal categories in the SAVI, 26 categories were 
exhibited in the group discussions. Inter-rater reliability was found 
to be 90 per cent on the SAVI and 100 per cent on targetness and con­
vergence. Results were: 
Data analysis by the Fisher discriminant function statistic 
confirmed the ability of the SAVI system to discriminate both 
targetness and convergence at the .01 level of confidence ... 
Chi-squared values demonstrated that three specific categories 
related significantly to convergence and seven to divergence 
(p. 31). 
Agazarian found that 81 per cent of all verbal behavior was classified as 
potential verbal behavior. She stated: 
The overall trends in the data demonstrated little effective use 
of approach behaviors that might be expected to convey target 
information (only 10 percent of the total). Ideas that were not 
on target were built on and reinforced. Questions were on tar­
get, but answers were divergent and off target (p. 31). 
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Student Estimate of Teacher Concern 
Studies at Cornell and Pennsylvania State Universities 
Nygren (1960) studied teacher-pupil interaction in home economics 
classes. She investigated whether teacher concern is measurable and how 
teacher concern is perceived by students. Teacher concern for individual 
students was described as Nygren as " ... a condition in which a teacher 
has communicated to a student a regard for his well-being" (p. 177). An 
assumption was made that " ... a teacher who is highly concerned with 
individual pupils ... will be effective to a larger proportion of in­
dividuals within a class than will a teacher with a very limited concern" 
(p. 178). Teacher concern for pupils was measured by a questionnaire, 
the Student Estimate of Teacher Concern (SETC) in relation to the three 
factors of recognition of pupils, understanding of pupils, and help given 
to pupils. These three factors were operationally defined as the follow­
ing: 
1. Recognition - the identification of an individual and the 
according of status. 
2. Understanding - the knowledge of the causal factors re­
lated to the behavior of an individual, 
3. Help - the desire and the attempt to bring benefit to 
an individual (pp. 177-178). 
Four New York state homemaking teachers were selected on the criterion 
that they were judged as likely to show concern for some students. Each 
teacher chose one of her eighth grade classes to respond to the SETC. A 
total of 53 students gave their opinions on the 93-item instrument. 
To establish the validity of the SETC each teacher was asked to rate 
each of their students on a three-point scale on visibility, knowing, and 
help given. Visibility was defined as a measure of a teacher's awareness 
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of the pupil, and knowing was an estimate of how well a teacher thought 
she understood each student. Help given was an estimate by the teacher 
of the amount of help offered to each student. It was hypothesized that 
visibility, knowing, and help given would be highly related to the 
dimensions of recognition, understanding, and help on the SETC. 
A split-half reliability coefficient of .96 was found for the SETC 
using the 53 cases in the Nygren study plus 143 cases from research 
project in the Home Economics Education Department of Cornell University. 
Coefficients of reliability from .82 to .92 on the three dimensions of 
concern were computed separately from the two samples (Nygren, 1960). 
Comparisons of the mean standard scores of teachers on the SETC 
with the teachers' own estimates of their concern appeared to support 
Nygren's belief that the total SETC is a valid measure of concern. Pupils 
who received high scores from the teacher tended to be those who rated 
the teacher high on the SETC. Also the pupils who scored the teacher 
lower on the SETC received lower estimates from the teacher. 
Further study of the SETC was done by Ray (1959). The purposes of 
her study were to revise and improve the SETC, to establish if the SETC 
is a valid index of the quality of teacher-pupil interaction, and to 
establish if the SETC is related to other criteria of teaching effective­
ness. The SETC was revised to increase the discriminating power and to 
further clarify the dimensions of concern. A major revision was the 
breaking of the help dimension into the two dimensions of help I, desire 
to help and help II, help given. 
The sample for this study included nine teachers who were recent 
graduates of the New York State College of Home Economics and their 
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wevenCh- and eighth-grade pupils. The SETC was administered to the 468 
pupils, and a mean score was computed for each of the nine teachers. 
The revised SETC consisted of 93 items with four subscores and a 
total score possible. While the range of possible points varied from 
0 to 372, the range of scores in the Ray study varied from 77 to 366. 
Questions 1 through 62 were answered yes or no with a yes response being 
given a value of four points. Answers to questions 63 through 93 were 
the responses of always, often, sometimes, and never, and the points 
assigned were 4, 3, 2, and 0, respectively. 
Ray computed the reliability of the four subscore dimensions of 
concern as well as for the total SETC score. The reliability of the 
SETC was reported as follows: recognition which contained 30 items, .88; 
understanding which contained 20 items, .86; help I which contained 20 
items, .86; help II which contained 21 items, .87; and total SETC which 
contained 93 items, .95. The group mean score was 271.31, and the means 
for the nine teachers ranged from 243.65 to 310.31. 
An intercorrelation of the four dimensions of teacher concern was 
computed. Recognition correlated with understanding with a coefficient 
of .81. Help I correlated with help II also with a coefficient of .81. 
Both recognition and understanding correlated .79 with help I and .70 
with help II. 
Ray (1959) described these findings and drew conclusions as follows: 
The intercorrelations of dimensions of the SETC produced sig­
nificantly high coefficients throughout. Because the dif­
ferences among the dimensions of the SETC are not at this stage 
of the instrument's development marked enough to show actual 
differences in the student's perception of concern as involving 
empirically separate dimensions, the writer elected to treat 
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the SETC as a single measure of teacher concern and to continue 
the data analysis with reference to the four dimensions only 
as factors contributing to concern (pp. 57-58). 
To test the hypothesis that the SETC would discriminate among teachers, 
an analysis of variance for groups of unequal size was computed for the 
nine teachers studied. An F value of 6.08 was found which was significant 
at the .01 level. 
One of the ways in which Ray attempted to establish the validity 
of the SETC was to ask the pupils in the study to rank the three current 
teachers who had given evidence of the greatest interest in them, the 
three who understood them best, and the three who had helped them most. 
Correlations were made of the mean class scores on the SETC with a score 
derived from these rankings for the home economics teachers. Highly sig­
nificant correlations of .91, .95, and .93 were found respectively be­
tween each of the three dimensions of interest, understanding, and help 
and the mean SETC scores. However, the individual pupil's score on 
the SETC did not consistently agree with the rating she had given the 
teacher on any of the three indexes. This might suggest that concern of 
a teacher is a result of the group atmosphere rather than due entirely 
to the individual teacher-pupil interaction. 
A second way that Ray investigated the validity of the SETC as a 
measure of teacher concern was by determining whether the perception of 
the teacher of her concern for pupils was related to the perception of 
her pupils. Each teacher estimated her own concern for pupils in relation 
to the aspects of awareness, understanding, communication of desire to 
help, and help given. Mean scores for these four aspects were correlated 
with the mean SETC scores. A correlation of .55 was found for awareness 
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and the mean SETC score which was significant at the .10 level. The mean 
SETC scores correlated at the .01 level of significance with the following 
aspects: understanding, .75; desire to help, .79; and help given, .79. 
A third way that Ray (1959) attempted to validate the instrument 
was to relate the mean scores of the teachers on the SETC to their scores 
on the Minnesota Teacher Attitude Inventory (MTAI) and to a "professional 
distance" score. The "professional distance" scores were obtained from 
ratings on a seven-point rating scale of the effectiveness of the teacher 
made by three professional associates of each teacher in the study. A 
correlation of .60 was found for the relationship between the mean SETC 
scores of teachers and the "professional distance" score which was sig­
nificant at the .10 level. Based on a coefficient of correlation of -.01 
between the mean SETC scores and the MTAI scores, Ray concluded that no 
consistent relationship existed between the factors measured by the two 
instruments. She hypothesized that the MTAI might be an " ... over­
statement of potential effectiveness inasmuch as it fails to take into 
account the physical reality of individual differences in teaching situa­
tions and in the teaching situation for some teachers" (p. 71). She 
also hypothesized that the ratings on teacher effectiveness by pro­
fessional associates would be influenced by the reputation of a teacher 
and not necessarily by the intentions of the teacher. Ray stated: 
If these hypotheses were tenable, the combined scores on the 
two variables could provide a more accurate index of the 
teacher's actual concern for students than either score alone 
(p. 71). 
A value of .84, significant at the .01 level, was found when the MTAI and 
the "professional distance" scores were combined, and a Spearman rank 
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order correlation was computed between the mean SETC scores and the com­
bined scores. 
Four additional studies have been completed at Pennsylvania State 
University by Murray (1966, 1968a), Wilhelm (1968), and Evans (1969) 
which employed the SETC as developed by Ray. These studies have been 
cited previously in the review of the POI in this chapter. 
In a study of self-actualizing home economics teachers, Murray 
(1966) reported the following in relation to the four dimensions of the 
SETC as developed by Ray; 
This theory is based on the four factor theory of what con­
stitutes a concerned teacher—recognition, understanding, help 
I and help II. Further analysis of the measure, based on 
unpublished data, has indicated that in factor analysis these 
four emerge as one; consequently it is possible to refer to 
the total score on the instrument as being a measure of 
teacher concern (pp. 12-13). 
Studies at Iowa State University 
Using suggestions made by Ray, Northey (1961) revised the SETC and 
administered the revised form to the pupils of 11 first-year home 
economics education graduates of Iowa State University. The sample con­
sisted of the 309 pupils in these teachers' ninth grade classes. Home-
making I, and their tenth grade classes, Homemaking II. Because the SETC 
items were questions about pupils' feelings toward the teacher, Northey 
continued the practice established by Nygren of the researcher administer­
ing the instrument to the pupils. The adapted form of the SETC consisted 
of 88 questions, and these items were answered either yes or no. A value 
of one was given to each response favorable to the teacher. A value of 
zero was given to answers unfavorable to the teacher, to items which were 
answered "yes and no" or sometimes, and to items not answered. When four 
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or more items were left blank or not clearly answered yes or no, the case 
was discarded. 
A range of 53.70 to 83,40 was found for the mean class scores of 
each teacher on the SETC. A finding of no significant difference among 
teachers on the SETC resulted when the analysis of variance of the mean 
class scores failed to yield a significant F value. Although the SETC 
did not differentiate among teachers in this study, Northey believed 
that the instrument showed a promise of usefulness. 
An item analysis was completed to reveal questions which did not 
differentiate among teachers with high and low SETC mean scores. Northey 
recommended that some of the questions be eliminated and that the in­
strument be further investigated. The data from this study indicated 
that the SETC was better able to differentiate among teachers when used 
with Homemaking I classes than when used with Homemaking II classes. 
An item analysis of the data collected in the Northey study was 
completed to improve the ability of the instrument to discriminate among 
teachers. Items which failed to differentiate among teachers at the ninth-
.and tenth-grade levels were identified, and new items were added. Based 
upon the findings of marked differences in the responses of these two 
grade levels, two grade-specific forms of the Northey version of the SETC 
were developed. Eighty-nine items were contained in the revised Home-
making I form, and 85 items were included in the Homemaking II form. The 
scoring system developed by Northey was again used; the highest number of 
points on the Homemaking I form being 89, and the highest number on the 
Homemaking II form being 85. 
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Further study of the usefulness of the two SETC forms was done by 
Wachtel (1963). Subjects in the Wachtel study included the Homemaking I 
and II classes of 18 first-year teachers who were graduates of Iowa 
State University and who were teaching in Iowa during 1961-1962. 
Wachtel found that the revised SETC effectively differentiated among 
teachers of Homemaking I classes in the amount of concern they exhibited 
to their pupils. The analysis of variance of Homemaking I scores pro­
duced an F value of 4.86 which was significant at the .01 level. However, 
the Homemaking II form failed to discriminate among teachers. Wachtel 
suggested that an item analysis be conducted to discover which questions 
did not adequately differentiate among teachers of Homemaking II classes 
with high SETC means and those with low SETC means. 
To investigate the development and maintenance of rapport with pupils, 
Ott (1963) further studied the Homemaking I form of the SETC and revised ' 
the Homemaking II form. Responses of the Homemaking I and II classes of 
34 first-year teachers were used in this study. A coefficient of re­
liability for the Homemaking I form was estimated at .95 based on the 
responses of 200 pupils; the reliability of the Homemaking II form was 
estimated at .97 based on responses of 163 pupils. The coefficients of in­
ternal consistency for both forms were determined by employing the split-
half technique and correcting for attenuation by the use of the Spearman-
Brown formula. By using the class mean scores of teacher-pupil rapport 
for both grade levels, an intra-class reliability was estimated at .84 
for the SETC. Homemaking I class mean scores ranged from 39.6 to 84.6 
and from 26.8 to 61.3 for Homemaking II. The SETC discriminated among 
teachers at the .01 level of significance. 
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Analysis of variance was used to test the significance of differences 
attributable to teachers and to the interaction of teachers and grade 
levels. Ott found that " ... a difference among teachers is a function 
of the teachers rather than a function of the grade levels taught by the 
respective teachers" (p. 30). She concluded; 
On the basis of the analysis in the present study, the inference 
was made that the mean scores on the forms of the SETC can be 
combined for use in predictive research as a discriminating 
measure of teacher effectiveness (p. 44). 
Crabtree (1965) employed the two forms of the SETC, Homemaking I and 
II, as one measure for determining the effectiveness of teachers in her 
study. As part of a longitudinal research project, she studied 64 first-
year Iowa teachers who were graduates of Iowa State University with a 
major in Home Economics Education. This study was conducted to " ... in­
vestigate the usefulness of certain predictors in predicting the effective­
ness of first-year homemaking teachers" (p. 123). Measures for prediction 
of the effectiveness of teachers were subscores from the Minnesota Counsel­
ing Inventory, Gui1ford-Zimmerman Temperament Survey, Johnson Home Economics 
Interest Inventory, Just Suppose Inventory, and cumulative grade point 
average. Criterion measures of the effectiveness of teachers employed 
were teacher adjustment to the school and community, teacher-pupil rapport, 
as measured by the Homemaking I and Homemaking II forms of the SETC, and 
pupil gain in ability to apply generalizations. 
Crabtree reported that the teacher-pupil rapport for Homemaking I and 
II classes were correlated with the composite criterion for the effective­
ness of teachers and were highly significant. Upon this basis, the SETC 
appears to give an indication of the quality of the teacher-pupil inter­
action. 
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Other Research Utilizing the Data Collected in This Study 
Brun (1970) developed an observational system for studying cognitive 
processes in home economics classrooms entitled Brun Cognitive Inter­
action System (BCIS). The categories of the observational instrument in­
cluded behaviors of teachers which stimulated cognitive processes.in 
students and the responses of students to these behaviors of teachers. 
The six categories of behaviors for the teachers and pupils were: 
category zero, unrelated response; category one, recall or obtain informa­
tion; category two, use or select and apply knowledge; category three, 
analyze-compare-contrast; category four, judge-evaluate-determine sig­
nificance; and category five, generalize or create. After the instrument 
had been developed. Brun further tested the system by tallying and 
analyzing verbal behaviors which occurred in homemaking classrooms. The 
20 teachers and their 20 ninth grade classes of home economics in the 
present study were also the subjects of the Brun study. She collected 
half of the video tapes of the 40 classroom discussions gathered in the 
present study. Brun tallied the selected categories of behavior for the 
entire class discussion. 
Analysis of the verbal behaviors revealed that teachers used cate­
gories one to five and students responded in categories zero to five. 
Over 50 per cent of the tallies for teachers and pupils were in category 
one. Less than 20 per cent of the tallies were made in categories two and 
three for teachers and pupils and approximately five per cent of the be­
haviors were in categories four and five. The categories of behaviors 
were found to be hierarchical. The verbal patterns of students closely 
resembled the verbal patterns of teachers. Except in student category 
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zero and in category four, the instrument did not differentiate among the 
classrooms. Part of the reason for the weakness in the extent of dis­
crimination was due to the inconsistencies between the two class sessions 
of the 20 teachers. 
Adams (1970) studied the effect of two different levels of self-
actualization of home economics teachers on verbal classroom interaction. 
The degree of self-actualization was determined by the scores of teachers 
on the inner-directed scale of the PCI. Subjects were 10 teachers who 
scored high on the inner-directed scale and 10 teachers who scored low on 
the inner-directed scale. All 20 teachers taught classes of ninth grade 
homemaking during the 1969-1970 school year in central Iowa. The VICS 
instrument was employed in the process of tallying and analyzing the class 
discussions. Class sessions were recorded on video tape. The video 
tapes gathered in the second phase of the present study were employed. 
Adams tallied 400 verbal behaviors for each of the 40 class discussions. 
A nested or hierarchical analysis of variance was computed for the 17 
areas of the VICS matrix. A highly significant difference at the .01 level 
was found between the two groups of teachers on Area U, confusion or 
silence, with the high group having the higher means. F values signifi­
cant at the .01 level were found among teachers within groups on the 
following VICS areas : 
Area C, all pupil talk which- follows teacher initiated talk; 
Area K, pupil response behavior followed by teacher initiated be­
havior; 
Area P, pupil initiated behavior followed by teacher initiated 
behavior. 
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METHOD OF PROCEDURE 
Purposes of Study 
The purposes of the study were: 
1. To investigate the usefulness of the Sequential Analysis of 
Verbal Interaction system in analyzing home economics class 
discussions. 
a. To discover if this system differentiates between two 
groups of teachers identified as high and low in de­
gree of self-actualization, as measured by the 
Personal Orientation Inventory. 
b. To inspect the verbal patterns of teachers and pupils 
for a given area and across areas of the Sequential 
Analysis of Verbal Interaction matrix. 
2. To study possible relationships between selected demographic 
characteristics of teachers and their degree of self-actualiza-
tion, as measured by the Personal Orientation Inventory. 
3. To determine possible relationships between teacher-pupil 
rapport, as measured by the Student Estimate of Teacher Concern, 
and the degree of teacher self-actualization, as measured by 
the Personal Orientation Inventory. 
To achieve the purposes of the study, the following null hypotheses 
were tested. 
1. There are no significant differences in frequencies of be­
haviors in areas of the Sequential Analysis of Verbal Inter­
action between two groups of ninth grade home economics 
teachers who scored high and low on the inner-directed scale 
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of the Personal Orientation Inventory. 
2. There are no significant differences in frequencies of be­
haviors in areas of the Sequential Analysis of Verbal 
Interaction among teachers within the two groups. 
3. For the total population of teachers there is no signifi­
cant relationship between degree of self-actualization, 
as measured by the inner-directed scale of the Personal 
Orientation Inventory, and each of the demographic 
characteristics of age, marital status, number of children, 
years of teaching experience, years since graduation from 
college, size of undergraduate college attended, number 
of graduate credits earned,having a master's degree, 
educational level of parents, size of community of family 
of orientation, number of siblings, and participation in 
youth groups. 
4. There is no significant difference between the two groups 
of ninth grade teachers on teacher-pupil rapport as assessed 
by their students on the Student Estimate of Teacher Concern. 
Population and Sampling Plan 
Population 
The population of the study was a census of all home economics 
teachers with classes of ninth grade girls in the 1969-1970 school year 
in counties within a radius of approximately 75 miles of Ames, Iowa ex­
cluding the teachers in the Ames Community Schools. This included the 
following 25 central Iowa counties: Adair, Boone, Calhoun, Carroll, 
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Clark, Dallas, Franklin, Greene, Grundy, Guthrie, Hamilton, Hardin, Hum-
bolt, Jasper, Madison, Mahaska, Marion, Marshall, Polk, Poweshiek, Story, 
Tama, Warren, Webster, and Wright. The proximity to Ames, Iowa was a 
factor due to the traveling involved in the second phase of the study 
during the months of January through April. 
The total population consisted of 146 teachers. Of the total popula­
tion, 126 teachers participated in the first phase of the study. This 
was 86.30 per cent of the population. Twenty teachers did not partici­
pate due to a number of reasons. Superintendents were not willing to 
give permission for six teachers to participate. Five teachers refused 
to participate in the first phase of the study. Seven teachers agreed 
to cooperate but did not return the data. One teacher's envelope of 
completed data was lost in the mail. One teacher was dropped from the 
study because she did not complete the POX. 
Only home economics teachers with classes of ninth grade girls were 
included in this study. This decision was made for a number of reasons. 
First, Bruce-Dick (1969) found that more home economics teachers in 
Iowa taught ninth grade classes than any other grade level. Enrollment 
in grades 10, 11, and 12 have been quite low in some of the small high 
schools. Boys have been enrolled in home economics courses, especially 
at grades 11 and 12. Sex differences were therefore excluded from the 
study because of the small number of boys enrolled in ninth grade home-
making classes. Next, the forms of the Student Estimate of Teacher Con­
cern revised at Iowa State University have been developed specifically 
for the seventh- and eighth-grade, the ninth-grade, and the tenth-grade 
girls. Also, it was assumed by the investigator that by controlling on 
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grade level, differences due to maturity of the students and curriculum 
would UP mlnlmixod. 
Sample 
Twenty teachers who taught ninth grade horaemaking were selected from 
the 126 teachers for the second phase of the research study on the basis 
of their inner-directed scale score on the Personal Orientation Inventory 
(POI), class size, length of class periods, and willingness to partici­
pate in the research. The 10 teachers who scored highest on the inner-
directed scale of the POI and the 10 who scored lowest were selected. 
A ninth grade homemaking class size of nine or more students enrolled at 
the time the first phase of the study was required. It was assumed by 
the investigator that the classroom interaction might be different in a 
small class than in a large class. Also, it was decided to include 
teachers who could provide a minimum of 30 minutes of classroom dis­
cussion to insure an adequate sample of teacher-student interaction. 
All of the 10 teachers who scored highest and the 10 teachers who 
scored lowest on the inner-directed scale of the POI met the require­
ments for class size and length of class period. However, two indicated 
that they would not be willing to participate, and one dropped out of 
the study due to illness. One of the teachers who was not willing to 
participate scored in the low group, and the other two teachers scored 
in the high group. 
Replacements were selected from the teachers who scored eleventh, 
then twelfth, and so forth. Each substitution was made on the basis of 
the inner-directed score being most like the score of the teacher being 
replaced. Eight additional teachers were selected on this basis to re-
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place the three teachers before the total of 20 teachers was reached. 
Table 19 in the Appendix lists responses of teachers contacted. (See 
Appendix C: Responses of Teachers,), 
To replace the two teachers in the high group, seven other teachers 
were selected. Of these, three were ineligible for participation. Two 
of the teachers did not meet the requirement of having a class size of 
nine or more pupils in ninth grade homemaking at the time of the first 
phase of the study. One teacher taught in a school which had flexible 
scheduling in 18 minute modules and therefore did not meet the require­
ment of providing at least 30 minutes of classroom discussion. One super­
intendent refused to grant permission for contacting a home economics 
teacher regarding participation in the second phase of the study. One 
teacher refused due to the fact that she would not be teaching during 
the weeks scheduled for the second phase. Two teachers agreed to 
participate. In the low group, the teacher who refused to participate 
was replaced by the person scoring eleventh from the bottom POI score on 
the inner-directed scale. 
Selection from a rank order distribution of the 10 high and 10 low 
scores of teachers on the inner-directed scale of the POI was made by 
a person other than the investigator. Selections for replacements were 
given to the investigator as needed. The procedure was followed to 
avoid the possible contamination of the data by the investigator. The in­
vestigator was not informed as to the actual scores on the POI, the 
width of the range of scores, nor which teachers scored in the high or 
low groups until after all class sessions were tallied. 
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Since a number of the 20 selected teachers taught more than one 
class of ninth grade students, the class was selected randomly for participa­
tion in the second phase. This was done to control the possibility that 
bias due to teacher choice of class might enter into the study. 
Selection and Development of Instruments 
Introduction 
The measures employed in this study included the Personal Orientation 
Inventory, the Sequential Analysis of Verbal Interaction, the Homemaking I 
form of the Student Estimate of Teacher Concern, and the Questionnaire for 
Teachers, an instrument developed by the investigator. 
Personal Orientation Inventory 
The instrument selected to measure self-actualization was the Personal 
Orientation Inventory (POX) developed by Shostrom (1964). Although the 
POI was developed for use in the counseling situation, it has been used 
in a number of studies of home economics teachers (Baggott, 1968) 
(]y&jrray, 1966, 1968a) (Smith, 1968) (Wilhelm, 1968) (Evans, 1969) and in two 
studies of home economics majors in college (Rosenthal, 1967)(Weis, 1966). 
The POI is described, and research using the POI is reviewed in the Re­
view of Literature. 
In this study the inner-directed scale of the POI was employed as the 
indicator of degree of self-actualization. Since the 10 POI subscales 
contained items taken almost entirely from the inner-directed scale and 
therefore correlated highly with each other and with the inner-directed 
scale, the subscale scores were not used. On the basis of the total number 
of items in the inner-directed scale, the inclusion of the 10 POI subscale 
items in the inner-directed scale, the high reported reliabilities, and 
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data from previous studies by Knapp (1965), Foulds (1969), Damn (1969), 
Leib and Synder (1967), and Rosenthal (1967), the inner-directed scale 
was chosen as the measure of self-actualization in this study. 
The directions and scoring procedure varied between those set by 
Shostrom (1966) and the method used in this study. The teachers were 
asked to mark an answer to each pair of statements. This differed from 
the instructions on the POI test booklet which indicated that an item 
could be answered or left blank. Whereas Shostrom (1966) stated that 
POI answer sheets with more than 15 items not answered and/or double 
answered " ... should be considered to be invalid" (p. 7), it was de­
cided not to use answer sheets with five or more blank and/or double 
answered items on the 127-item inner-directed scale. 
Questionnaire for Teachers 
To gather information on the demographic characteristics of the popula­
tion of ninth grade home economics teachers taking part in the study, a 
two-page questionnaire was developed by the investigator. Questions con­
cerning the demographic characteristics of age, marital status, number 
of children, number of brothers and sisters, educational level of parents, 
size of community of family of orientation, participation in youth groups, 
years since graduated from college with a bachelor's degree, size of 
undergraduate college, number of graduate credits earned, years since 
last enrolled in a college course, whether or not a master's degree had 
been earned, and years of home economics teaching experience were in­
cluded. Teachers were asked to respond to all questions. 
The questionnaire was developed for several reasons. Are there cer­
tain demographic characteristics of persons which would influence them to 
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score higher or lower on the POI? Both Murray (1966, 1968a) and Smith 
(1968) investigated whether the number of years since graduation and 
number of years of teaching experience influenced the POI scores of the 
teachers. Murray collected additional information about demographic 
characteristics of the teachers in her studies. Gibb (1968) studied the 
home background of college students in relation to POI scores. Data 
from this study were collected to provide further evidence regarding associa­
tions between demographic characteristics and scores on the POI. Secondly, 
the information gave a description of the total population of teachers who 
responded to the POI. And lastly, it provided insight into the question of 
whether the 20 teachers selected on high and low POI scores on the inner-
directed scale varied greatly in demographic characteristics from the 
total population of respondents. 
In addition, each teacher in the population was asked to complete a 
schedule form indicating all of the homemaking classes she had been or 
would be teaching in the 1969-1970 school year. The form included time, 
grade level, course title, number and sex of students, week days class 
met, and inclusive dates of the course for each homemaking class taught 
by the ninth grade homemaking teacher. The purpose for gathering this 
information regarding the schedule of the teacher was for use in select­
ing and contacting the 20 teachers concerning the second phase of the 
study. The form was stapled to the Questionnaire for Teachers. (See 
Appendix D: Questionnaire for Teachers.) 
Sequential Analysis of Verbal Interaction 
The Sequential Analysis of Verbal Interaction (SAVI) was selected as 
the method of analyzing the verbal interaction between the teachers and 
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pupils. This instrument was chosen because it strongly emphasized affec­
tive interaction. The SAVI contained more types of affective categories 
than did the Verbal Interaction Category System (VICS) used by Kalbfleisch 
(1967) and Adams (1970) in studying home economics classroom discussions 
or the Flanders system of Interaction Analysis used by Jorgenson (1968), 
Baird (1969), and Ham (1969) in analyzing the verbal behaviors of begin­
ning home economics teachers in class discussions. Both the teacher and 
the students were able to use all 28 categories of the SAVI; whereas, 
teacher-talk was limited to 10 categories and student-talk was limited to 
six categories in the VICS system; and, teacher-talk was limited to seven 
categories and student-talk was limited to two categories in the Interaction 
Analysis system. The investigator assumed that the increased number of 
categories in the SAVI system allowed for more accurate description of the 
verbal behaviors. Also, both the POI and the SAVI were based upon the 
theory of Maslow (Shostrom, 1964) (Agazarian and Simon, 1966). It seemed 
reasonable that the SAVI would better identify the behaviors of teachers 
that would be associated with aspects of self-actualization, as measured 
by the POI, then would other systems of interaction analysis. The names 
for the SAVI categories and the labels for each category are as follows: 
SD Self Defense 
H Hostile 
NA Narrative 
EV Everybody Ought 
I Intellectualization 
DJ Defensive Joke 
PS Personal Sharing 
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DE Description 
TQ Topic Question 
TJ Topic Joke 
PR Positive Reinforcement 
NR Negative Reinforcement 
0 Opinion 
Q Quiet 
N Noise 
L Laughter 
P Proposal 
CO Command 
MQ Maintenance Question 
MG Maintenance Give 
MS Maintenance Support 
SA Self Affirming 
MJ Maintenance Joke 
RN Response Narrow 
RB Response Broad 
TC Topic Clarification 
TB Topic Build 
TR Topic Reflection . 
The SA.VI techniques including the coding procedure were borrowed 
largely from the Flanders (1965) method of interaction analysis. Simon 
and Agazarian (1967) stated: 
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Once an observer starts to code an interaction, he records a SAVI 
label every three seconds or every time there is a shift in the 
category of verbal behavior being used by the speaker. These 
labels represent the kind (category) of verbal behavior being 
used by the speaker (p. 43). 
The SAVI tallying procedure preserved the identity of the speaker. 
Therefore, it was possible to analyze the data on the basis of whether 
the teacher or the pupils were talking. The procedure was described 
by Simon and Agazarian (1967) as follows: "Coding is done in two 
columns; one for the person isolated, the other for the rest of the 
group" (p. 82). The vertical sequence of tallies was identified as to 
speaker by " ... tallying the teacher in the left hand column and the 
pupil in the right ... (p. 82). An example of the coding of behaviors 
is as follows : 
Teacher Pupil 
TQ 
RB 
RB 
PR 
DE 
To obtain a frequency count of the verbal behaviors which had been 
analyzed and tallied, a matrix was generated from the 28 SAVI categories. 
This step was described by Simon and Agazarian (1967) as follows: 
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A matrix is constructed from the observer's columns of code 
letters by entering each pair of behaviors into the matrix. 
Notice ... each behavior, except the first and last, is used 
twice--once as a row marker and once as a column marker. In 
addition ... a ground rule in building a matrix is to place 
a 'Q' (quiet) at the start and at the finish of the code 
letters representing an entire observation period (p. 46). 
However, since the analysis was made in terms of the verbal behaviors 
of both the teachers and the pupils and since each person could exhibit 
all 28 categories of verbal behavior, a teacher-class matrix was formed. 
This was a 56 by 56 category matrix which included four separate 28 by 
28 category matrices. (See Appendix E: SAVI Matrix for Teacher-Pupil 
Verbal Behaviors.) The four separate matrices were called quadrants. 
If the teacher talked for more than three seconds, the behaviors were 
recorded in quadrant I. If the sequence of the interaction was teacher-
talk followed by pupil-talk, the pair of behaviors were recorded in 
quadrant II. If the pair of verbal behaviors were pupil-talk followed 
by pupil-talk, the pair of behaviors were recorded in quadrant III. If 
the pair of behaviors were pupil-talk followed by teacher-talk, the 
tally was recorded in quadrant IV. 
Using the previous example of verbal interaction, first the behaviors 
would be recorded in the matrix in overlapping pairs. The first coded 
behavior of the pair represents the row in which the tally mark is 
located and the second coded behavior indicates the column in which the 
mark is made. 
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Teacher Pupil 
TQ^ 
RBI 
The first pair of behaviors, TQ RB, would be recorded in the quadrant II 
matrix for teacher-talk followed by pupil-talk. The second pair of be­
haviors would be recorded in quadrant III for extended pupil-talk. The 
third pair of behaviors would be recorded in quadrant IV for pupil-talk 
followed by teacher-talk. The fourth pair of behaviors would be re­
corded in quadrant I for extended teacher-talk. 
Information about the teacher-pupil interaction was gained by in­
terpreting the number of tallies in the specific areas of the SAVI 
matrix. Since Simon and Agazarian divided the 28 by 28 category matrix 
into nine areas, the 56 by 56 matrix was divided into 36 areas. The 
same nine areas were in each of the four quadrants. The areas included 
in the matrix are: 
Area A, Extended Avoidance Behaviors; 
Area B, Transition from Avoidance to Potential Behaviors; 
Area C, Transition from Avoidance to Approach Behaviors; 
Area D, Transition from Potential to Avoidance Behaviors; 
Area E, Extended Potential Behaviors; 
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Area F, Transition from Potential to Approach Behaviors; 
Area G, Transition from Approach to Avoidance Behaviors; 
Area H, Transition from Approach to Potential Behaviors; 
Area J, Extended Approach Behaviors. 
The names of the SAVI categories contained in the nine areas are given in 
the Appendix. (See Appendix F : Areas and Categories of SAVI.) 
A computer program was used to build the matrices for the analyses 
of the 40 video tapes. Frequency counts for each category of behavior 
were obtained as well as frequency counts for the 36 areas of the SAVI. 
Segments of classroom discussion amounting to approximately 20 
minutes of the verbal interaction recorded on each of the 40 video tapes 
were analyzed and tallied by the investigator. Although a minimum of 30 
minutes of class discussion was requested of each teacher, several class 
discussions were approximately 20 minutes in length. So that all 40 
video tapes were easily comparable, an equal number of tallies were made 
for each class session. This followed the method used in the analysis of 
verbal behaviors in home economics classrooms by Kalbfleisch (1967). She 
analyzed each tape "... only until 400 tallies had been recorded ... " 
(p. 22). 
To maintain an even rhythm in the SAVI tallying process, the investi­
gator played an audio tape at the same time she viewed and listened to 
the video tape. The audio tape recorder emitted a distinct noise every 
three seconds. 
The order in which the 40 video tapes were analyzed by the investi­
gator was randomly determined to try to eliminate the influence extraneous 
factors that might influence the tallies made by the investigator. Factors 
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such as choice of viewing order, previous knowledge of the teacher-pupil 
interaction style, and whether the tape was of a first or second session 
were thereby randomized. 
The process for establishing the reliability of the investigator as 
an observer for the SAVI system involved several steps. A group for 
establishment of reliability on the SAVI was formed which consisted of 
two members of the faculty of the Home Economics Education Department, 
two graduate students who each held a master's degree, and the investi­
gator. First the group met for an introduction to the SAVI system. Then 
each person memorized the 28 categories and labels of the categories 
through the use of flash cards. For approximately two months the group 
met, discussed, and practiced using the SAVI system together in train­
ing sessions. During this time the group progressed from the categoriza­
tion of written materials to that of analyzing and tallying the verbal 
behaviors of home economics microteaching sessions and home economics 
class sessions recorded on video tape. To aid in developing consistency 
in categorizing the mutually exclusive categories of behavior, ground 
rules were established. Ground rules made by Simon and Agazarian (1967) 
and Amidon and Flanders (1967) were followed and additional rules were 
developed by the investigator. (See Appendix G: Ground Rules for SAVI.) 
At the end of the two months, the three persons who were closest together 
in their analyses of the tapes were determined by analyzing a five minute 
segment of a class discussion of a ninth grade homemaking class and then 
computing inter-rater reliability. The reliability coefficients were de­
termined by the use of the Scott (1955) formula. This formula was sug­
gested by Flanders (1967) for determining the reliability of observers 
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in interaction analysis. 
n - !a-li 
100 - Pg 
PQ = percentage of agreement of two observers when coding the 
same data independently 
P = percentage agreement of two observers to be expected on 
£ 
the basis of chance 
The reliability coefficient was computed on the basis of the total number 
of tallies for each observer in the 36 areas of the SAVI matrix. The re­
sults of the computation of the reliability coefficients were: 
Observer A — Investigator = .90 
Observer B — Investigator = .83 
Observer A — Observer B = .81 . 
To gather further evidence of inter-rater reliability, the two ob­
servers and the investigator independently analyzed the verbal behaviors 
recorded on two 20 minute video tapes. The reliability coefficients of 
the observers on the analysis of the first video tape were: 
Observer A — Investigator = .76 
Observer B -- Investigator = .87 
Observer A -- Observer B = .85 . 
The reliability coefficients of the observers and the investigator on the 
analysis of behaviors on the second tape were: 
Observer A — Investigator = .86 
Observer B -- Investigator = .88 
Observer A — Observer B = .86 . 
At this point it was assumed that the inter-rater reliability of the in-
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vcHtl-^ator as an observer had been established based on the fact that 
Flanders (1967) suggested a reliability coefficient of .85 or better. 
The inter-rater reliability of the investigator as an observer was 
checked after all 40 video tapes had been analyzed by the investigator. 
One video tape was randomly selected from the first session of the 20 
classes and another from the second session of the 20 classes. The in­
vestigator analyzed the verbal behaviors recorded on these video tapes 
again. Then Observer A randomly selected selected one of the two tapes 
and analyzed the verbal behaviors of the teacher-pupil interaction. A 
coefficient of inter-rater reliability of .85 was found for Observer A 
and the investigator. 
The intra-rater reliability of the investigator as an observer was 
assessed in this study. The investigator again analyzed the second video 
tape of 20 minutes used in establishing inter-rater reliability among the 
three observers after she had analyzed the first 20 video tapes in the 
study. The coefficient of intra-rater reliability was .92. 
Using the two video tapes randomly selected from the 40 video tapes 
collected in the study, the investigator computed the intra-rater re­
liability between the first and second analysis of each tape. The intra-
rater reliability on the video tape randomly selected for analysis of 
Observer A was .92. The coefficient of intra-rater reliability on the 
analysis of the second randomly selected tape was .87. 
Student Estimate of Teacher Concern 
The Student Estimate of Teacher Concern was selected as another way 
of investigating the quality of the interaction of the home economics 
teacher and the pupil. Whereas the Sequential Analysis of Verbal Inter-
77 
action described the verbal interaction in terms of specific behaviors 
for specific time periods, the SETC measured the verbal and nonverbal 
aspects of the relationship over a longer period of time. Student feel­
ings about the homemaking teacher were assessed by this measure. 
Since Northey (1961) found the SETC as developed by Ray (1959) did 
not differentiate among homemaking teachers and since Wachtel (1963) 
found that the Homemaking I form of the SETC differentiated among Iowa 
teachers at the .01 level, the Homemaking I form was employed. The 
Homemaking I form was designed specifically for ninth grade homemaking 
classes of girls. A more complete description of the development, re­
finement, and use of the SETC in research studies is reported in the Re­
view of Literature. 
Selection of Method of Taping Class Sessions 
The decision of whether to use a video or an audio tape recorder in 
taping the class sessions was made based on the results of a comparison 
between two methods of recording. A video tape of a class discussion in 
ninth grade homemaking was available. First, the investigator listened 
to the audio portion of the tape without viewing the video portion and 
recorded the verbal behaviors using the SAVI system. Then the verbal be­
haviors were analyzed using both the audio and video portions of the tape. 
The two records of analyses were then inspected and compared. The in­
vestigator decided that the use of a video tape recording of a class 
discussion was more accurate than an audio recording. The video record­
ing enabled the observer to be certain of whether the teacher or students 
were speaking. Also, the video recording aided analysis of verbal be­
havior because the observer viewed the materials referred to by the 
teachers and students and the activities such as use of the chalkboard or 
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overhead projector. It seemed easier to determine exactly what the teacher 
said by watching her speak than by just listening. In addition the visual 
as well as the audio cues contributed to identification of the affective 
components of the behaviors. 
Collection of Data 
First phase 
On the date of September 18, 1969, the Assistant Dean of the College 
of Home Economics at Iowa State University sent a letter to the superin­
tendent or city supervisor of homemaking education of each school system 
within the 25 central counties of Iowa, excluding the Ames Community 
Schools. This letter explained the purposes of the study and described 
what would be involved if permission was granted by the administrator 
to contact the teachers and if the ninth grade home economics teacher(s) 
was willing to participate. (See Appendix H: First Phase Letter Sent to 
Administrators.) A postal card was included for the reply to the request 
to contact the teacher(s). (See Appendix I; First Phase Postal Card 
Sent to Administrators.) Two and one-half weeks later a follow-up letter 
was sent to administrators who had not replied to the request. (See Ap­
pendix J: First Phase Follow-up Letter Sent to Administrators.) Again a 
postal card was included for the administrator's reply. A telephone call 
was made to a superintendent who did not respond to the follow-up letter. 
Because of the amount of work involved with the position of the 
supervising teachers, the eight supervision teachers in the population were 
contacted by letter requesting their participation in the study after per­
mission had been granted by their administrators. (See Appendix K: First 
Phase Letter Sent to Supervising Teachers.) Postal cards were enclosed 
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for their reply. A telephone call was made to one teacher who did not re­
spond to the letter. 
After permission had been given by the administrators and the super­
vising teachers, a letter was sent in October, 1969 to the home economics 
teachers describing the project and asking for their cooperation in the 
first phase of the study. (See Appendix L; First Phase Letter Sent to 
Teachers.) Enclosed in the envelope with the letter were the Question­
naire for Teachers, the POI test booklet, an IBM answer sheet for the 
POI, a soft-lead test scoring pencil, and directions for mailing the 
data to the researcher. Two weeks later a follow-up letter was sent to 
teachers who had not responded to the request. (See Appendix M: First 
Phase Follow-Up Letter Sent to Teachers.) A postal card was included for 
the reply of the teacher. (See Appendix N: First Phase Postal Card 
Sent to Teachers.) Telephone calls were made to teachers who did not 
respond to the follow-up letter. 
When five or more items were left blank on the returned IBM answer 
sheet for the POI, a xeroxed copy of the answer sheet, the POI booklet, 
and a letter were sent to the teacher requesting that she complete the 
inventory. (See Appendix 0: First Phase Letter Requesting Completion 
of POI.) Of the 11 teachers involved in this step, 10 teachers returned 
the xeroxed copy of the answer sheet. One teacher did not return the copy 
of the answer sheet and was therefore dropped from the study. 
Second phase 
The second phase consisted of making video tapes of two different 
classroom discussions of each of the 20 teachers with one of her ninth 
grade classes. Pupils in these ninth grade classes than responded to the 
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Homeniaking I form of the SETC. 
Letters describing the second phase of the study and requesting school 
cooperation were sent to the superintendents or city supervisors of the 
20 selected teachers in December, 1969. (See Appendix P: Second Phase 
Letter Sent to Administrators.) A postal card was enclosed on which 
the administrator could indicate his willingness for the home economics 
teacher to be contacted concerning participation in the second phase of 
the research project. (See Appendix Q: Second Phase Postal Card Sent 
to Administrators.) Two special delivery follow-up letters were sent to 
superintendents who did not respond to the first letter. All of the ad­
ministrators granted permission for contacting the home economics teachers. 
Upon receiving permission from the administrators, letters were sent 
to the 20 selected teachers describing the second phase of the study and 
requesting their continued cooperation in the research project. (See 
Appendix R: Second Phase Letter Sent to Teachers.) Enclosed in the 
letter was a postal card on which the teacher could indicate her willing­
ness to participate in the research and list her first, second, and third 
choices of dates for the first video taping session. (See Appendix S : 
Second Phase Postal Card Sent to Teachers.) A minimum of 30 minutes of 
taping of a class discussion was requested. Telephone calls were made to 
teachers who did not return the postal card. Of the 20 teachers contacted, 
17 agreed to participate in the second phase of the study. Replacements 
were selected for those unable to take part in the study, and again letters 
were sent. The same procedure as has already been described was followed 
in contacting the replacements. 
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Researchers from the Home Economics Education Department of Iowa State 
University traveled to the schools to video tape the classroom discussions 
on two different days for each of the 20 selected teachers. At the first 
video taping session of the classroom discussion, the researchers made 
an appointment with the teacher for the second video taping session. The 
date of the second session varied from six to 21 days after the first 
session for each teacher, with the exception of one teacher. The time 
interval for the latter teacher was 40 days due to the illness of the 
teacher. All 40 video tapes were made from January 28, 1970 to April 14, 
1970. 
The video tape equipment was operated by the researchers. Three 
audio microphones connected to the sound mixer of the video tape recorder 
were placed around the classroom to pick up the voices of the students. 
A lovalier microphone was worn by the teacher. In addition, a small 
portable audio tape recorder was used to insure that a recording of the 
classroom discussion was made in case that the video tape equipment failed 
to operate. 
At the second video taping session the researchers gave the teachers 
copies of the Homemaking I form of the SETC entitled How a Teacher Works 
with Students, answer sheets, a written background description of the 
instrument, directions for administering the instrument, and a stamped 
addressed envelope. (See Appendix T: Instructions to Teachers on the 
Homemaking I Form of SETC.) It was requested that the instrument be ad­
ministered the following week. This procedure was designed so that the 
administration and response to the SETC would not affect the teacher-pupil 
interaction in the two video taping sessions. Although all previous re­
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search using the SETC involved having researchers administer the instrument 
to the students with the teacher out of the classroom, it was decided to 
ask the teacher to administer the inventory due to the cost of transporta­
tion and video taping and the time involved in travel. To insure that 
students would respond freely to the instrument, specific directions were 
given to the teacher to use in administration of the instrument. The 
SETC was administered during the months of February, March, and April. 
This matched the dates that the Homemaking I form was administered in 
the Ott (1963) study. Therefore, in terms of timing, the method used 
followed procedures previously established. 
Analysis of Data 
First phase 
The scoring of the inner-directed scale of the POI was done by machine 
at the Iowa State University Student Counseling Service. Data cards were 
punched from the IBM answer sheets, and an item analysis program was 
employed. Each response descriptive of tnner-directedness was given a 
value of one on the 127-item scale. Responses descriptive of other-
directedness were given a value of zero. If four or fewer items were 
left blank, responses were randomly provided. 
The reliability of the inner-directed scale of the POI for use with 
the subjects in this study was calculated. The reliability coefficient 
was determined by use of the Kuder-Richardson Formula 20. 
Data from the Questionnaire for Teachers were coded by hand according 
to a coding plan. (See Appendix U; Coding Plan for Questionnaire for 
Teachers.) Then 10 per cent of the coded questionnaires were randomly 
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selected and examined for errors in coding. Since a few errors were found, 
all of the questionnaires were inspected for mistakes in coding, and the 
errors were corrected. 
The analysis of the data from the Questionnaire for Teachers was 
completed by the Statistical Numerical Analysis and Data Processing 
Section of the Iowa State University Statistical Laboratory. Cards were 
punched, and frequency counts and correlations were computed. 
Second phase 
Teacher-pupil interaction data were analyzed and tallied from the 
class sessions according to the SAVI system. These data were compiled and 
computed at the Iowa State University Statistical Laboratory. Data cards 
were punched using the SAVI code labels. The code labels were converted 
to numbers by the computer. Then the data were compiled in the SAVI 
matrices, and frequency counts by categories and matrix areas were computed. 
To test whether differences existed among teachers within each group 
for the two groups of teachers who scored high and low on the inner-
directed scale of the POI, analysis of variance with nested classifications 
was employed. To separate the component of self-actualization for the two 
groups of teachers from the component of differences between teachers with­
in the two groups, nested or hierarchical classifications were used 
(Snedecor and Cochran, 1968, pp. 285-287). The two samples were the two 
groups of teachers who differed in level of self-actualization. The 
samples within samples were teachers within groups. The model used was: 
Xijk = ^ + oi + Bij + Z ijk 
i = 1, 2 
j = 1...10 
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k = 1, 2 
(J. = population mean 
a = levels of self-actualization 
3 = teachers within groups 
S = random error 
(Snedecor.and Cochran, 1968, p. 287). 
The analysis of variance format and the associated components of variance 
are shown in Table 1 (Snedecor and Cochran, 1968, p. 287). 
Table 1. Analysis of variance format and components of variance 
Source of variation df Components of variance 
Self-actualization 1 + nkp2 + bno^2 
Teachers of some level 18 + nkg2 
Error 20 
Total 39 
To determine if the two groups of teachers in the second phase of the 
study scored differently on the time competence scale of the POI, the 
items on the time competence scale were hand scored. A one-way analysis 
of variance was used to test the differences in time competence scores 
between the two groups of teachers. 
85 
The analysis of the Homemaking I form of the SETC involved two pro­
cedures. The first analysis included use of all 89 items. The second 
analysis was based on a 39-item cluster selected from the 89-item in­
strument (See Appendix V: Homemaking I Form of the Student Estimate of 
Teacher Concern.) 
Data from the Homemaking I form of the SETC were collected and 
analyzed from the students of the 20 selected teachers. The number of 
students per teacher varied from eight to 29. Answer sheets to the ques­
tionnaire were hand scored. A total score of 89 points was possible. 
Each response favorable to the teacher was given a value of one, and 
each unfavorable response was given a value of zero. When a student 
failed to respond, responded to both answers for an item, or wrote in 
comments which could not be interpreted as a definite yes or no answer, 
the response was given a value of zero. If three or more questions were 
either not answered or not clearly answered, the answer sheet was elimi­
nated. Of the 318 pupils who responded to the questionnaire, answer 
sheets were usable for 317. 
The question of whether the Homemaking I form of the SETC was additive 
had never been answered. Therefore procedures were followed to help 
answer this question (Warren, e_t , 1969, pp. 14-16). 
The computations utilizing the data from the SETC were done at the 
Statistical Laboratory. A pooled within group intercorrelation matrix was 
calculated among items and between each item and the total score. Cor­
relation maps were printed for the matrix for correlations above the .25, 
.30, .35, .40, and .45 levels. The reliability of the 89-item question­
naire was computed. 
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From an inspection of the map of correlations above the .30 level, it 
was apparent that a number of items on the Homemaking I form of the SETC 
intercorrelated with a coefficient of .30 or more. Clusters of items were 
formulated by combining items with correlation coefficients of .30 or 
more, and by subjectively inspecting the items to discover if they were 
related logically in terms of content. It was found that the clusters 
contained many items which were duplicated across clusters. Since some 
negative intercorrelations occurred, these were inspected to identify 
those which were significantly different from zero. No significant nega­
tive correlations were found. When interrelationships were examined on 
the basis of the definitions of the four dimensions of teacher concern 
developed by Nygren (1960) and Ray (1959), it was found that items from 
all of the dimensions intercorrelated with items from other dimensions. 
No clear-cut clusters were formed in terms of the definitions of Nygren 
and Ray. Few items were found that were unique to a cluster. Also, it 
was not possible to separate items in one cluster from another in terms 
of content. Based upon these findings and the reference made by Murray 
(1966) to the fact that the SETC seemed to be one factor instead of 
four factors, it was decided to make one large cluster out of the items 
on the questionnaire. First, 39 items were removed because these items 
did not correlate with any of the other items with a coefficient of .30 
or more. Then all items which did not correlate with a coefficient of 
.25 with six or more other items were removed. This reduced the 89-item 
questionnaire to a cluster of 39 items. 
The reliability of the cluster of 39 items was computed and found to 
be .91. The following Spearman-Brown formula was used: 
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n r 
_ c 
^xy n(n-l) 
2 
r = mean correlation for the cluster 
c 
n = number of items. 
Any further analysis using the SETC in the study was based on the 39-item 
cluster. 
One-way analysis of variance was used to test the hypothesis that 
there was no significant difference between the two groups of teachers, 
who differed in degree of self-actualization, on teacher concern as 
measured by the SETC. The mean class score for each teacher on the 39-
item cluster of the Homemaking I form of the SETC was used. 
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FINDINGS AND DISCUSSION 
First Phase 
Personal Orientation Inventory 
Calculations for the 127 items on the inner-directed scale of the POI 
were performed at the Student Counseling Service of Iowa State University 
for the 126 home economics teachers who participated in the study. The 
mean score of all teachers was 81.11 with a standard deviation of 9.98. 
The estimate of the reliability of the inner-directed scale scores of 
the POI for the teachers participating in this study was .79. The error 
of measurement of the raw score was 4.59. 
An inspection of the distribution of scores indicated that it ap­
proached a normal distribution. For example, 67.4 per cent of the scores 
were within one standard deviation of the means, and 95.2 per cent were 
within two standard deviations of the mean. 
Questionnaire for Teachers 
Findings from the analysis of the data of the Questionnaire for 
Teachers are presented in terms of frequency counts, percentages, means, 
and standard deviations. Also presented are the correlations of vari­
ables from the Questionnaire for Teachers with the scores on the inner-
directed scale of the POI. 
The total group of 126 teachers varied widely in the number of years 
they had taught one or more home economics classes prior to the 1969-
1970 school year. The range of years was zero to 37. The mean for the 
total group was 8.31 years with a standard deviation of 8.66 years. The 
frequencies and percentage of responses of teachers on this variable are 
shown in Table 2. 
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Table 2. Number of years of homemaking teaching experience 
Teachers 
Number of Years Frequency Per cent 
0 - 2 44 34.9 
3 - 5 26 20.5 
6 - 8 9 7.2 
9 - 11 9 7.2 
12 - 14 10 8.0 
15 - 17 10 8.0 
18 - 20 3 2.4 
21 - 23 7 5.6 
24 - 26 2 1.6 
27 - 30 3 2.4 
31 
" 
37 3 2.4 
The number of years since the teachers received the bachelor's de­
gree also varied widely as reported in Table 3. The range was zero to 
42 years. The mean number of years since the bachelor's degree was 
14.48 years, and the standard deviation was 13.22 years. 
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Table 3. Number of years since bachelor's degree 
Teachers 
Number of Years Frequency Per cent 
0 - 2 40 31.7 
3 - 5 16 12.8 
6 - 8 2 1.6 
9 - 11 6 4.8 
12 - 14 5 4.0 
15 - 17 2 1.6 
18 - 20 11 9.0 
21 - 23 6 4.8 
24 - 26 6 4.8 
27 - 29 9 8.2 
30 - 32 7 5.6 
33 - 35 5 4.0 
36 - 38 8 6.4 
39 42 3 2.4 
The average approximate size of the university at the time the teachers 
received their bachelor's degrees was between 4,000 and 12,000 students. 
Only three teachers attended universities of 20,000 or larger. The fre­
quencies and percentages of responses of teachers on the variable of approx­
imate size of university attended for bachelor's degree are given in Table 4. 
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Table 4. Approximate size of university attended for bachelor's degree 
Teachers 
Number of Students Frequency Per cent 
4,000 and below 28 22.2 
4,000 - 8,000 35 27.8 
8,000 - 12,000 30 23.8 
12,000 - 16,000 13 10.3 
16,000 - 20,000 17 13.5 
20,000 and over 3 2.4 
A wide variation in the number of graduate quarter credits earned 
beyond the bachelor's degree was found. The range was zero to 110 
credits with a mean of 19.58 credits and a standard deviation of 21.11 
credits. Approximately half of the teachers had earned 12 graduate credits 
or less. Only 10 of the 126 teachers held a master's degree. 
The distribution was skewed on the variable of number of years since 
the last college course was taken. The mean was 1.91 years, and the 
range was zero to 40 years. Ninety-six per cent of the teachers had 
taken a college course within the last six years. 
Variables which described the present family status of the teacher 
were marital status and number of children. Of the total number of 
teachers, 26 were single, 94 were married, and six were categorized as 
widowed, divorced, or separated. Sixty-six teachers had children. The 
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mean number of children for the 66 teachers was 2.30, and the range was 
from one to five children. 
The teachers had from zero to nine brothers and sisters as illus­
trated in Table 5. The mean was 2.42 siblings, and the standard devia-
t ion was 1.89. 
Table 5. Number of brothers and sisters ' 
Teachers 
Number of Siblings Frequency Per cent 
0 17 13.5 
1 32 25.4 
2 22 17.5 
3 24 19.0 
4 15 11.9 
5 6 4.8 
6 7 5.6 
7 1 0.8 
8 0 0.0 
9 2 1.6 
The average age of the teachers was between 35 and 40 years. Forty-
six per cent of the teachers were 30 years old or younger. The fre­
quencies and percentages of responses of teachers on the variable of 
age are reported in Table 6. 
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Table 6. Age of participating teachers 
Teachers 
Age Frequency Per cent 
20-25 38 30.2 
26-30 20 15.9 
31-35 8 6.3 
36-40 5 4.0 
41-45 16 12.7 
46-50 9 7.1 
51-55 13 10.3 
56-60 9 7.1 
Over 60 8 6.3 
The size of community of the family of orientation was included in 
the questionnaire. The majority of the teachers came from rural farm 
backgrounds as shown in Table 7. Only 18.3 per cent of the teachers 
came from cities of 2,500 and over. 
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Table 7. Size of community of family of orientation 
Teachers 
Community Size Frequency Per cent 
Rural 80 63.5 
Rural, non-farm 5 4.0 
Town of less than 2,500 18 14.3 
City of 2,500 - 5,000 11 8.7 
City of 10,000 - 25,000 7 5.6 
City of over 25,000 5 4.0 
The educational levels of the fathers and mothers of the teachers 
were studied,and the responses of the teachers are reported in Tables 
8 and 9. The sample means for the mothers of the teachers was 3.25 
(coded according to a coding plan shown in the Appendix U), and the 
sample means for the level of education of the fathers was 2.69. 
However, both fell within the category of high school graduate. 
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Table 8. Educational level of fathers 
Teachers 
Level Frequency Per cent 
8 grades or less 39 31.0 
Attended high school 18 14.3 
High school graduate 33 26.2 
Some college or advanced training 22 17.5 
Four-year college graduate 7 5.6 
Studied beyond bachelor's degree 7 5.6 
Table 9. Educational level of mothers 
Teachers 
Level Frequency Per cent 
8 grades or less 20 15.9 
Attended high school 13 10.3 
High school graduate 29 23.0 
Some college or advanced training 49 38.9 
Four-year college graduate 9 7.1 
Studied beyond bachelor's degree 6 4.8 
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The degree to which the teachers actively participated in youth groups 
and activities during the time they were in junior and senior high school 
did not vary among the total group of teachers. Ninety-six percent of 
the teachers reported that they were average or above in level of 
participation, and 43.7 per cent of the teachers indicated that they 
participated much more actively than most in youth groups and activities. 
The 14 demographic variables included in the Questionnaire for 
Teachers were correlated with the POI score on the inner-directed scale. 
Only one correlation was significant at the .05 level. This was the 
correlation coefficient of .18 between the score on the inner-directed 
scale and the number of brothers and sisters the teachers had. Although 
this coefficient of correlation was significant, it is too low a re­
lationship to be meaningful. The demographic characteristics of age, 
years of teaching experience, years since graduation from college, size 
of undergraduate college attended, number of graduate credits earned, 
whether a master's degree was held, marital status, number of children, 
educational level of parents, size of community of family of orientation, 
and participation in youth groups did not relate to degree of self-
actualization, as measured by the inner-directed scale on the POI. The 
correlation coefficients of the demographic characteristics and inner-
directed scores on the POI of the teachers are shown in Table 10. 
Second Phase 
Personal Orientation Inventory 
A highly significant difference on the time competence scores on the 
POI was found between the two groups of teachers. A one-way analysis of 
variance yielded an F value of 37.77 which was significant beyond the .01 
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Table 10. Correlations of the demographic characteristics of the 126 
teachers with the PCI score on the inner-directed scale 
Demographic Characteristics Correlation Coefficients 
Years of teaching experience -.08 
Years since graduation from college -.04 
Size of undergraduate college attended .16 
Number of graduate credits earned .05 
Hold master's degree .01 
Number of years since last college course -.02 
Marital status .01 
Number of children -.02 
Number of brothers and sisters .18* 
Age -.05 
Size of community of family of orientation .05 
Educational level of father .07 
Educational level of mother .01 
Participation in youth groups .11 
*F 1, 124 = .17 . 
ick 
F 1, 124 = .23 . 
98 
level. The mean score on the time competence scale for the group who 
scored high on the inner-directed scale was 20.00, and the range 
of scores was 16 to 23. The mean score on the time competence scale 
for those who scored low on the inner-directed scale was 13.8, and the 
range of scores was 10 to 16. 
Scores of the 20 teachers were all more than one standard deviation 
from the mean. The score for one teacher was more than two standard 
deviations above the mean, and the scores of three teachers were more 
than two standard deviations below the mean. 
Questionnaire for Teachers 
To provide insight into answering the question of whether the 20 
teachers selected for the second phase of the study varied greatly from 
the 126 teachers in the first phase of the study on demographic character­
istics, these data means and frequencies were inspected. Variations on 
the demographic characteristics of educational level of father, educa­
tional level of mother, and activity level in youth groups and activities 
seemed apparent between the 10 teachers who scored high and the 10 
teachers who scored low on the inner-directed scale of the PCI. Teachers 
in the high group had coded means on the educational level of father of 
3.1 as compared to 2.5 in the low groups and 2.69 in the total group of 
126 teachers. Teachers in the high group also had higher coded means of 
4.0 for educational level of mother as compared to means of 2.8 for the 
low group and 3.25 for the 126 teachers. Teachers who scored in the high 
group had a higher coded mean on activity level of 4.6 as compared to 3.6 
for the low group and 4.1 for the 126 teachers. Although the coded means 
for the 20 teachers on these three variables were higher than the means 
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for the 126 teachers, these differences seemed slight. Frequencies of 
responses of the high and low groups, and the coded means for the total 
126 teachers, the 20 selected teachers, and the two groups of teachers 
are reported in Table 11. 
Based on these data some questions might be asked. Is the level of 
participation in activities indicative of greater social interaction and 
hence greater opportunities for developing behavioral patterns involving 
interpersonal interaction? Are the ways one responds to the item of 
activity level in junior and senior high school and the inner-directed 
scale of the POI related to social desirability? Social desirability 
is discussed in the Review of Literature. 
Frequencies of responses in relation to the variables of age, number 
of years of homemaking teaching experience, and number of years since 
bachelor's degree are reported for the 10 teachers who scored high and 
the 10 teachers who scored low on the inner-directed scale of the POI 
in Table 20 of the Appendix. (See Appendix W: Selected Demographic 
Variables.) Also reported are the means for the 20 teachers and the 126 
teachers. Since the 20 teachers were part of the 126 teachers described 
in the first phase of the Findings, and since the mean score of these 
two groups did not appear to be different, the group means for these 
variables are not reported. 
Sequential Analysis of Verbal Interaction 
Because the area frequencies A, B, C, D, and G in the four quadrants 
of the SAVI were consistently zero or very low in this study, these were 
not used in the computation of the nested or hierarchical analysis of 
variance. Therefore, it may be stated that almost no verbal behaviors 
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Table 11. Frequencies of educational level of parents and activity level 
of the two groups of teachers and means for the 126 teachers, 
the 20 teachers, and the two groups of teachers 
Demographic Variables Frequencies ^126 ^20 ^10 ^LIO 
Educational level of father 2.69 2.8 3.1 2.5 
(1) 8 grades or less 3 4 
(2) attended high school 0 1 
(3) high school graduate 2 1 
(4) some college or ad­
vanced training 
(5) four-year college 
graduate 0 0 
(6) studied beyond 
bachelor's degree 1 0 
Educational level of mother 3.25 3.4 4.0 2.8 
(1) 8 grades or less 1 3 
(2) attended high school 0 1 
(3) high school graduate 1 2 
(4) some college or ad­
vanced training 
(5) four-year college 
graduate 0 1 
(6) studied beyond 
bachelor's degree 2 0 
Activity level in youth 
groups and activities 
while in junior or senior 
high school 4.10 4.2 4.6 3.6 
(1) I was not active in 
youth groups or 
activities • 0 1 
(2) a little less active 
than most students 0 0 
(3) at about the average 
for students 1 5 
(4) a little more active 
than most students 2 0 
(5) much more active 
than most students 7 4 
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were exhibited by the teachers or the students which were classified in 
the following areas: 
Area A, extended avoidance behaviors; 
Area B, transition from avoidance to potential behaviors; 
Area C, transition from avoidance to approach behaviors; 
Area D, transition from potential to avoidance behaviors; 
Area G, transition from approach to avoidance behaviors. 
Frequency totals of Areas E, F, H, and J for all four quadrants of the 
SAVI were studied. 
Analysis of variance was computed to test for differences in the 
verbal classroom interaction as shown in the SAVI area totals between 
the 10 teachers who scored high and the 10 teachers who scored low on 
the inner-directed scale of the PCI. The F values and means are given 
in Table 12. No significant differences were found between the two 
groups of teachers on any area using the nested or hierarchical anal­
ysis of variance model. In this model variance among teachers within 
groups is added to the random error term in computing F. This resulted 
in a large error term for the F test because of the magnitude of the 
variance within groups. 
Differences in the totals of the SAVI areas among teachers within the 
two groups were studied. The F values are reported in Table 12. 
Six significant differences were found in the matrix areas among 
teachers within the two groups. Differences beyond the .05 level of 
significance were found in the following areas: 
Area E, extended potential behaviors of quadrant II, teacher-
talk followed by pupil-talk; 
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Table 12. Means and F values from the analysis of variance of matrix 
area totals between the two groups of teachers and F values 
among teachers within the two groups 
b c 
^ Means F Value F Value 
Quadrant Area H L Between Among 
E 28. 70 20. 15 0. 59 1. 78 
I F 150. 00 166. 80 0. 53 2. ,00 
Teacher-Teacher H 24, .15 10. 90 1. 48 4. ,61** 
J 23. ,80 29. 30 1. 77 1. 74 
E 13. 30 11. 40 0. 36 2. 99* 
II F 11. 50 14. 45 1. 13 1. 42 
Teacher - Pup i 1 H 37. 50 44. ,00 1. 45 1, .57 
J 9. 05 1. 35 1. 79 14, .59** 
E 5. ,00 3, .00 0. 00 1, .22 
III F 10, .55 13. ,15 0. 01 1, .46 
Pupil-Pupil H 4. 75 2. ,70 1. 32 2. 71* 
J 25. ,85 26. ,90 0. 93 2. 35* 
E 19. ,30 20, ,05 2. 23 1. 62 
IV F 22. ,90 28. ,85 0. 74 1, 01 
Pupil-Teacher H 5. 45 2. ,20 0. 93 1. 82 
J 4. ,80 2. ,20 0, 00 2. ,33* 
^On this and subsequent tables, see Appendix F for names of areas 
and categories included in these areas. 
.05 1, 
18 = 4.41. 
**F 
,01 1, 
18 = 8.28. 
^*F 
.05 18, 
20 = 2.15 
**F 
,01 18, 
20 = 3.00 
103 
Area F, transition from approach to potential behaviors of 
quadrant III, extended pupil-talk; 
Area j, extended approach behaviors of quadrant III, extended 
pupil-talk; 
Area J, extended approach behaviors of quadrant IV, pupil-
talk followed by teacher-talk. 
Highly significant differences beyond the .01 level were found in the 
following areas: 
Area H, transition from approach to potential behaviors of 
quadrant I, extended teacher-talk; 
Area J, extended approach behaviors of quadrant II, teacher-
talk followed by pupil-talk. 
Therefore, it could be stated that differences occurred among the teachers 
within the two groups. These differences will be further examined and 
discussed later in this chapter. 
A major problem with the research design in the second phase of the 
study may have affected the SAVI results. The phrase "classroom discus­
sion" was interpreted differently by teachers. Three of the 40 class 
sessions which were video taped varied greatly from the majority of the 
class discussions. One session was a student-led discussion, and the 
teacher seldom entered into the discussion. One session was individual 
reports given by students with no discussion of the material between 
students or between the students and the teacher. A third session began 
with a short discussion and evolved into a laboratory session. 
To inspect the verbal patterns of teachers and pupils for a given 
area and across the different areas of the SAVI matrix, the range of 
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area totals of the teachers and their classes were examined for the 40 
sessions. The ranges of the area totals for the 40 class sessions as 
well as the overall area means are shown in Table 13. For each of the 
40 class sessions 400 verbal behaviors were tallied. 
Ranges of the area frequencies of the teachers and pupils in the 40 
classroom discussions varied widely among the selected 16 areas of the 
SAVI. The widest ranges were in Area E of quadrant I, extended teacher-
talk, and Areas E and J of quadrant III, extended pupil-talk. 
The overall mean of the verbal behaviors for the 40 sessions was 
computed by areas. The highest mean of 162.57 was in Area E, extended 
potential behavior of quadrant I, extended teacher-talk. Five other 
area means for verbal behavior were over 20 behaviors per session. 
These were: 
Area H, transition from approach to potential behaviors of 
quadrant I, extended teacher-talk; 
Area F, transition from potential to approach behaviors of 
quadrant II, teacher-talk followed by pupil-talk; 
Area E, extended potential behaviors of quadrant III, extended 
pupil-talk; 
Area J, extended approach behaviors of quadrant III, extended 
pupil-talk; 
Area H, transition from approach to potential behaviors of 
quadrant IV, pupil-talk followed by teacher-talk. 
An average of less than five verbal behaviors per session occurred in the 
following area; 
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Table 13. Ranges of the area totals and overall area means for the 
40 class sessions 
Quadrant Area Range Overall Mean 
I 
Teacher-Teacher 
II 
Teacher-Pupil 
III 
Pupil-Pupil 
IV 
Pupil-Teacher 
E 23 -
F 0 -
H 0 -
J 0 -
E 1 -
F 6 -
H 0 -
J 0 -
E 0 -
F 0 -
H 0 -
J 0 -
E 1 -
F 0 -
H 5 -
J 0 -
300 162.57 
36 12.20 
50 27.40 
24 11.25 
39 13.78 
62 43.30 
16 1.95 
16 3.00 
297 25.45 
45 3.58 
42 3.40 
184 27.33 
42 13.80 
14 2.93 
47 27.85 
52 19.43 
Area H, transition from approach to potential behaviors of 
quadrant II, teacher-talk followed by pupil-talk; 
Area F, transition from potential to approach behaviors of 
quadrant III, extended pupil-talk; 
Area H, transition from approach to potential behaviors of 
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quadrant III, extended pupil-talk; 
Area F, transition from potential to approach behaviors of 
quadrant IV, pupil-talk followed by teacher-talk. 
To further inspect the verbal patterns of teachers and pupils for 
a given area and across areas of the SAVI matrix, the means for each 
of the 20 teachers and their classes were computed for the 16 selected 
SAVI areas. The area totals of verbal behaviors for the 40 class 
sessions, area means for the 20 teachers, area totals and averages for 
the two groups of teachers, and overall area totals and averages are 
given in Table 14. 
The highest mean of verbal behaviors categorized in Area E of quad­
rant I was shown by teacher J in the low (L) group. Teacher LJ scored 
the lowest of the 20 teachers on the inner-directed scale of the POI. 
In this case. Area E was extended potential behaviors of the teacher. 
She also had the highest mean of behaviors in quadrant I, extended be­
havior of teacher. Pupils in her class had the lowest means in Areas E, 
F, and G of quadrant III, extended behaviors of pupils, and the lowest 
mean for quadrant III. Additional areas in which this teacher and her 
pupils were lowest were Areas E and H of quadrant II, teacher-talk 
followed by pupil-talk, and Areas E and F of quadrant IV, pupil-talk 
followed by teacher-talk. In summary, this teacher gave information and 
talked most of the time. The questions she asked were answered with 
narrow responses by the pupils. 
The lowest mean of verbal behaviors in Area E of quadrant I was ex­
hibited by Teacher A in the high (H) group. She scored highest on the 
inner-directed scale among the 20 teachers. Teacher HA had the lowest 
Table 14. Area totals of verbal behaviors for the 40 class discussions, 
area averages for the 20 teachers, area totals and averages 
for the two groups of teachers, and overall area totals and 
averages 
Session Quadrant I Quadrant II 
Teacher No. EFHJ E F H J 
HA 1 23.0 0.0 0.0 0.0 10.0 6.0 0.0 0.0 
2 183.0 9.0 14.0 3.0 23.0 27.0 3.0 1.0 
X 103.0 4.5 7.0^ 1.5 16.5 16.5^ 1.5 0.5' 
HB 1 157.0 8.0 32.0 18.0 19.0 36.0 4.0 7.0 
2 134.0 16.0 33.0 13.0 9.0 58.0 1.0 16.0, 
X 145.5 12.0 32.5 15.5 14.0 47.0 2.5 11.5I 
HC 1 183.0 16.0 32.0 13.0 6.0 44.0 1.0 14.0 
2 149.0 5.0 14.0 1.0 35.0 43.0 2.0 1.0 
X 166.0 10.5 24.0 7.0 20.5 43.5 1.5 7.5 
HD 1 178.0 31.0 39.0 21.0 3.0 44.0 0.0 2.0 
2 206.0 23.0 35.0 12.0 8.0 43.0 0.0. 4.0 
X 192.0 27.0^ 37.0 16.5 5.5 43.5 0.0 3.0 
HE 1 224.0 17.0 36.0 9.0 9.0 45.0 0.0 0.0 
2 203.0 25.0 33.0 4.0 7.0 49.0 0.0 3.0 
X 213.5 21.0 34.5 6.5 8.0 47.0 0.0^ 1.5 
HF 1 264.0 12.0 29.0 9.0 7.0 32.0 0.0 2.0 
.2 165.0 11.0 34.0 10.0 23.0 52.0 1.0 1.0 
X 214.5 11.5 31.5 9.5 15.0 42.0 0.5 1.5 
HG 1 94.0 19.0 21.0 20.0 17.0 37.0 16.0 7.0 
2 120.0 14.0 27.0 14.0 16.0 54.0 7.0 6.0 
X 107.0 16.5 24.0 17.0 16.5 45.5 11.5^ 6.5 
HH 1 119.0 23.0 22.0 11.0 16.0 23.0 3.0 12.0 
2 132.0 8.0 14.0 12.0 10.0 42.0 1.0 9.0 
X 125.5 15.5 18.0 11.5 13.0 32.5 2.0 10.5 
HI 1 178.0 7.0 24.0 19.0 9.0 47.0 0.0 2.0 
2 220.0 4.0 15.0 15.0 6.0 43.0 1.0 0.0 
X 199.0 5.5 19.5 17.0 7.5 45.0 0.5 1.0 
^Lowest average of verbal behaviors per area of the 20 teachers and 
classes. 
Highest average of verbal behaviors per area of the 20 teachers 
and classes. 
Quadrant III Quadrant IV 
E F H J  E F H J  
73.0 45.0 
11.0 12.0 
42.0 28.5 
27.0 3.0 
2.0 3.0 
14.5 3.0 
6 . 0  1 . 0  
59.0 0.0 
32.5 0.5 
0 . 0  0 . 0  
0 . 0  1 . 0  
0.0 0.5 
0 . 0  1 . 0  
4.0 0.0 
2.0 0.5 
1 . 0  1 . 0  
7.0 2.0 
4.0 1.5 
19.0 9.0 
17.0 3.0 
1 8 . 0  6 . 0  
104.0 1.0 
78.0 1.0 
91.0 1.0 
3.0 0.0 
5.0 2.0 
4.0 1.0 
42.0 184.0 
2.0 44.0 
2270° 114.0 
0 . 0  2 0 . 0  
0.0 30.0 
0.0* 25.0 
6 . 0  1 2 . 0  
1 . 0  8 . 0  
3.5 10.0 
2.0 30.0 
0.0  12 .0  
1 .0  21 .0  
0.0 4.0 
0.0 12.0 
0.0* 8.0 
0 .0  1 .0  
4.0 12.0 
2.0 6.5 
7.0 56.0 
2.0 36.0 
4.5 46.0 
0.0  11 .0  
0.0 30.0 
0.0* 20.5 
6.0 46.0 
0.0 38.0 
3.0 42.0 
7.0 0.0 
15.0 2.0 
11.0  1 .0  
15.0 5.0 
6 . 0  1 . 0  
10.5 3.0 
11.0  1 .0  
36.0 2.0 
23.5 1.5 
4.0 1.0 
7.0 0.0 
5.5 0.5 
7.0 1.0 
42.0 10.0 
24.5 5.5 
6 . 0  0 . 0  
24.0 2.0 
15.0 1.0 
17.0 14.0 
12.0 10.0 
14.5 12.0^ 
17.0 1.0 
8 . 0  2 . 0  
12.5 1.5 
14.0  1 .0  
4.0  1 .0  
9.0 1.0 
9.0 0.0 
30.0 8.0 
19.5 4.0* 
16.0 30.0 
44.0 33.0 
30.0 31.5 
23.0 30.0 
33.0 10.0 
28.0  20 .0  
35.0 9.0 
32.0 16.0 
33.5 12.5 
28.0 18.0 
7.0 52.0 
17.5 35.0 
16.0 19.0 
28.0 23.0 
22.0  21 .0  
35.0 11.0 
45.0 16.0 
40.0 13.5 
23.0 13.0 
38.0 14.0 
30.5 13.5 
25.0 18.0 
34.0 11.0 
29.5 14.5 
Table 14 (continued) 
Teacher 
Session 
No. 
Quadrant I 
H 
Quadrant II 
H 
HJ 1 164.0 15.0 33.0 9.0 11.0 
2 71.0 7.0 23.0 9.0 18.0 
X 117.5 11.0 28.0 9.0 14.5 
61.0 
56.0 
0 . 0  
11.0 
58.5 5.5 
3.0 
6 . 0  
4.5 
lA 1 165.0 22.0 50.0 9.0 15.0 51.0 0.0 0.0 
2 129.0 13.0 24.0 8.0 24.0 50.0 3.0 1.0 
X 147.0 17.5 37.0 8.5 19.5 50.5 1.5 0.5' 
LB 1 210.0 7.0 33.0 19.0 4.0 51.0 0.0 2.0 
2 47.0 1.0 2.0 0.0 12.0 14.0 0.0 0.0 
X 128.5 4.0 17.5 9.5 8.0 32.5 0.0^ 1.0 
LC 1 151.0 16.0 42.0 19.0 17.0 47.0 1.0 2.0 
2 123.0 23.0 44.0 24.0 15.0 54.0 0.0 4.0 
X 137.0 19.5 43.0^1.5^ 16.0 50.5 0.5 3.0 
LD 1 174.0 7.0 40.0 10.0 10.0 57.0 0.0 7.0 
2 188.0 12.0 29.0 10.0 9.0 47.0 0.0 0.0 
X 181.0 9.5 34.5 10.0 9.5 52.0 0.0 3.5 
LE 1 127.0 8.0 24.0 13.0 17.0 57.0 1.0 3.0 
2 89.0 8.0 27.0 12.0 24.0 62.0 7.0 8.0 
X 108.0 8.0 25.5 12.5 20.5 59.5^ 4.0 5.5 
LF 1 284.0 1.0 24.0 8.0 11.0 25.0 1.0 1.0 
2 164.0 10.0 46.0 11.0 9.0 61.0 1.0 8.0 
X 224.0 5.5 35.0 9.5 10.0 43.0 1.0 4.5 
LG 1 223.0 1.0 35.0 15.0 12.0 44.0 0.0 3.0 
2 135.0 0.0 26.0 10.0 19.0 36.0 0.0 3.0 
X 179.0 0.5^ 30.5 12.5 15.5 40.0 0.0 3.0 
LH 1 167.0 8.0 10.0 8.0 39.0 9.0 5.0 3.0 
2 136.0 18.0 29.0 15.0 15.0 46.0 8.0 6.0 
X 151.5 13.0 19.5 11.5 27.0^ 27.5 6.5 4.5 
LI 1 178.0 8.0 19.0 7.0 18.0 55.0 0.0 1.0 
2 146.0 6.0 24.0 12.0 15.0 54.0 0.0 2.0 
X 164.0 7.0 21.5 9.5 16.5 54.5 0.0^ 1.5 
LJ 1 300.0 13.0 19.0 8.0 1.0 25.0 0.0 0.0 
2 200.0, 36.0 39.0 10.0 3.0. 45.0 0.0 6.0 
X 250.0 24.5 29.0 9.0 2.0 35.0 0.0^ 3.0 
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Quadrant III Quadrant IV 
E F H J E F H J 
1.0 1.0 2.0 24.0 11.0 1.0 43.0 20.0 
24.0 13.0 18.0 52.0 26.0 8.0 32.0 25.0 
12.5 7.0 10.0 38.0 18.5 4.5 37.5 22.5 
1.0 3.0 1.0 14.0 13.0 1.0 25.0 27.0 
25.0 4.0 10.0 28.0 29.0 4.0 34.0 11.0 
13.0 3.5 5.5 21.0 21.0 2.5 29.5 19.0 
0.0 0.0 1.0 15.0 2.0 3.0 27.0 25.0 
297.0 4.0 2.0 14.0 10.0 0.0 5.0 1.0 
148.5 2.0 1.5 14.5 6.0 1.5 16.0 13.0 
3.0 3.0 1.0 30.0 15.0 1.0 23.0 28.0 
3.0 2.0 1.0 33.0 12.0 2.0 36.0 23.0 
3.0 2.5 1.0 31.5 13.5 1.5 29.5 25.5 
7.0 1.0 0.0 12.0 8.0 1.0 26.0 39.0 
3.0 3.0 28.0 7.0 2.0 32.0 15.0 
5.5 2.0 1.5 25.0 7.5 1.5 29.0 32.0 
1.0 4.0 2.0 64.0 16.0 0.0 42.0 20.0 
37.0 2.0 1.0 21.0 21.0 10.0 47.0 24.0 
19.0 3.0 1.5 42.5 18.0 5.0 44.5 22.0 
1.0 1.0 1.0 0.0 7.0 5.0 6.0 20.0 
3.0 0.0 2.0 8.0 9.0 3.0 25.0 42.0 
2.0 0.5 1.5 4.0 8.0 4.0 15.5 31.0 
1.0 1.0 1.0 4.0 12.0 0.0 10.0 37.0 
109.0 0.0 0.0 . 3.0. 17.0 2.0 12.0^ 27.0 
55.0 0.5 0.5 3.5 14.5 1.0 11.0 32.0 
65.0 6.0 8.0 15.0 40.0 6.0 6.0 4.0 
12.0 6.0 8.0 25.0 12.0 13.0 38.0 12.0 
38.5 6.0 8.0 20.0 26.0^ 9.5 22.0 8.0 
2.0 1.0 1.0 35.0 18.0 0.0 44.0 12.0 
6.0 3.0 1.0 59.0 12.0 1.0 39.0 19.0 
4.0 2.0 1.0 47.0 15.0 0.5 41.5 15.5 
0.0 0.0 0.0 7.0 1.0 0.0 19.0 6.0 
0.0 0.0 0.0 6.0 3.0 0.0 42.0 9.0 
0.0^ 0.0^ 0.0^ 6.5 2.0 0.0^ 30.5 7.5 
Table 14 (continued) 
Session Quadrant I Quadrant II 
Teacher No. EFHJ EFHJ 
Total No. Be­
haviors of L 3336.0 218.0 586.0 228.0 289.0 890.0 27.0 60.0 
Total X L 166.8 10.9 29.3 11.4 14.4 44.5 1.3 3.0 
Total No. Be­
haviors of H 
Total X H 
Total No. Be­
haviors H & L 
Grand Total X 
3167.0 270.0 
158.3 13.5 
6503.0 488.0 
162.6  12.2  
510.0 222.0 
25.5 11.1 
1096.0 450.0 
27.4 11.2 
262.0 842.0 
13.1 42.1 
551.0 1732.0 
13.8 43.3 
51.0 96.0 
2.5 4.8 
78.0 156.0 
1.9 3.9 
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Quadrant III Quadrant IV 
E F H J  E F H  J  
577.0 44.0 44.0 431.0 263.0 54.0 538,0 401.0 
28.9 2.2 2.2 21.3 13.1 2.7 26.9 20.0 
441.0 99.0 92.0 662.0 289.0 63.0 576.0 376.0 
22.0 4.9 4.6 33.1 14.2 3.1 28.8 18.8 
1018.0 143.0 136.0 1093.0 552.0 117.0 1114.0 777.0 
25.4 3.6 3.4 27.3 13.8 2.9 27.8 19.4 
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number of behaviors in Areas H and J of quadrant I and had the lowest 
mean for quadrant I, extended teacher-talk. Pupils in this class had 
the highest mean for verbal behaviors in Areas F, H, and J in quadrant 
III, extended behaviors of pupils, and the highest mean for quadrant 
III. Teacher HA and the pupils in her class had the lowest mean for 
verbal behaviors in Areas F and J of quadrant II, teacher-talk followed 
by pupil-talk, and in Area J of quadrant IV, pupil-talk followed by 
teacher-talk. The area averages were greatly influenced by the type 
of class discussion held in session one. This was a student-led 
discussion. 
In examining the range of area means within areas fbr the 20 
teachers and classes, a wide variation was found within and between 
the two groups of teachers. In quadrant IV, pupil-talk followed by 
teacher-talk, teacher HE had the highest average in Area J and teacher 
HA had the lowest average. Area J described extended approach behavior. 
This might be interpreted as teacher HE having encouraged further pupil-
talk by clarifying, building on, or restating the words or ideas of 
pupils; whereas, teacher HA encouraged further pupil-talk by allowing 
the pupils to do the talking. 
Quadrant II, Area H which was defined as transition from approach 
to potential behaviors gave evidence that the pupils in the class of 
teacher HA averaged the highest number of verbal behaviors. Pupils 
in the classes of teachers HB, HE, HH, and LJ had no behaviors falling 
into this area. This might be interpreted as showing that pupils in the 
classes of teachers HB, HE, HH, and LJ did not respond to each other's 
answers by reflecting, clarifying, or building upon them. 
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In examining the averages of behaviors exhibited in quadrant II, 
Area H which was transition from approach to potential behaviors, teacher 
HG had the highest average and teachers HD, HE, LB, LD, LI, and LJ had 
no behaviors in this area. Quadrant II was described as teacher-talk 
followed by pupil-talk. Pupils in the class of teacher HG responded to the 
categories of maintenance give, maintenance joke, maintenance question, 
response broad and response narrow on the part of the teacher with 
questions, laughter, noise, and opinions. 
Pupils in the class of teacher HB had the highest average of be­
haviors in Area E of quadrant III. Area E was defined as extended 
potential behaviors. Pupils in the classes of teachers LJ and HD had 
no behaviors in this area. All behaviors classified in Area E for pupils 
in the class of teacher LB occurred during the second class session. 
Individual students presented oral reports during this session. 
Teacher LC had the highest mean of behaviors in Areas H and J of 
quadrant I, extended teacher-talk. Teacher HA had the lowest averages 
in these areas. The build-up in these areas for teacher LC was due to the 
large number of tallies in the categories of topic clarification, topic 
build, and topic reflection. This fact was also shown by a build-up of 
tallies above the means of the areas in Areas H and J in quadrant IV, 
pupil-talk followed by teacher-talk. 
Whereas teacher LE exhibited the highest average of verbal behaviors 
in Area E of quadrant II, teacher LJ had the lowest average in this area. 
Quadrant II was teacher-talk followed by pupil-talk. This verbal pattern 
in the classroom of teacher LE was due to pupils responding to the 
questions and descriptions given by the teacher with questions, laughter, 
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noise, quiet, and topic jokes. 
The average number of behaviors categorized in the 16 areas of the 
SAVI for the teachers who scored high and low on the inner-directed scale 
of the POI was computed. The area averages of the two groups are re­
ported in Table 14. The largest area difference between the two groups 
was found in quadrant III, Area J which was extended approach behavior 
of pupils. Teachers in the high group averaged 33.10 behaviors in this 
area; whereas, teachers in the low group averaged 21.55 behaviors. Other 
area averages between the two groups varied slightly. 
A visual inspection was made of the overall area totals and overall 
means for the 40 sessions. The sum of the overall means for quadrant I, 
extended teacher-talk, was 213.42 behaviors of the total 400 behaviors 
per session. The summed overall means of quadrant III, extended behaviors 
of pupils, was 59.76 behaviors. The summed averages of quadrant II, 
teacher-talk followed by pupil-talk, was 62.93 and of quadrant IV, 
pupil-talk followed by teacher-talk was 64.01. In terms of percentages, 
53.34 per cent of the verbal interaction was extended teacher-talk, 15.73 
per cent was teacher-talk followed immediately by pupil-talk, 14.93 per 
cent was extended pupil-talk, and 16.00 per cent was pupil-talk followed 
immediately by teacher-talk. 
The investigator predicted which of the 20 teachers had scored in the 
high and low groups on the inner-directed scale of the POI after the video 
tapes of the 40 class sessions had been viewed and tallied, after the 
classrooms of 10 teachers had been visited, and before she was informed 
of the scores of the teachers. These predictions were made before the 
statistical analysis of the SAVI data and the SETC data had been computed. 
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Seven of the 10 teachers in each of the two groups were correctly predicted. 
Therefore, the categorization of six of the 20 teachers was not correctly 
predicted by the investigator. Although the reliability of the inner-
directed scale of the PCI was computed to be .79 for the 126 teachers who 
participated in the first phase of the study, the reliability is not high 
enough to predict on an individual basis. The investigator doubts the 
ability of the inner-directed scale to categorize five of the six teachers 
on level of self-actualization. She based one of the predictions on 
comments made by Adams and Brun after they had returned from the 
second taping session, not on classroom behavior observed. Therefore, 
the prediction for this teacher was withdrawn. 
Effects of the removal of the five teachers, HE, HP, LE, LH, and 
LJ, from the ranges of the SAVI area means were examined by inspection. 
So that a comparison could be made, the ranges of area means for the 
two groups of 10 teachers are also discussed. Ranges of area scores of 
the two original groups of 20 teachers and the revised groups of 15 
teachers correctly categorized by the investigator are given in Table 15. 
Also shown in this table are the F values for differences among the 20 
teachers within the two original groups. 
In examining the highest and lowest mean scores of the original two 
groups of 10 teachers, both the highest and lowest area means were found 
in the high group in three of the six areas in which significant F values 
among teachers within groups were found. The 10 teachers who scored high 
had the widest range of area means in 10 of the 16 SAVI areas. 
When the ranges of area means of the revised groups of 15 teachers 
(eight in the high group and seven in the low) were examined after the 
Table 15. F values for differences among teachers within groups and ranges of area means for the 
original and revised groups of teachers . 
Ranges of Original Ranges of Revised 
F Groups of Teachers Groups of Teachers 
Quadrant Area Value 
E 1.78 103.0-214.5 108.0-250.0* 103.0-199.0 117.5-224.0' 
F 2.00 4.5- 27.0. 0.5- 24.5 4.5- 27.0* 4.0- 19.0 
H 4.61** 7.0- 37.0* 17.5- 43.0 7.0- 37.0* 17.5- 43.0 
J 1.74 1.5- 17.0 8.5- 21.5 1.5- 17.0 8.5- 21.5 
E 2.99* 5.5- 20.5 2.0- 27.0* 5.5- 20.5* 8.0- 19.5 
F 1.42 16.5- 58.5* 27.5- 59.5 16.5- 58.5 32.5- 54.5 
H 1.57 0.0- 11.5 0.0- 6.5 0.0- 11.5* 0.0- 1.5 
J 14.59** 0.5- 11.5 0.5- 5.5 0.5- 11.5 0.5- 4.5 
E 1.22 0.0- 91.0 0.0-148.5* 0.0- 91.0 2.0-148.5' 
F 1.46 0.5- 28.5* 0.0- 6.0 0.5- 28.5 J 0.5- 3.5 
H 2.71* 0.0- 22.0 0.0- 8.0 0.0- 22.0* 0.5- 5.5 
J 2.35* 6.5-114.0 3.5- 47.0 10.0-114.0 3.5- 47.0 
E 1.62 5.5- 24.5^ 2.0- 26.0* 5.5- 23.5* 6.0- 21.0 
F 1.01 0.5- 12.0 0.0- 9.5 0.5- 12.0 0.5- 4.0 
H 1.82 17.5- 40.0^ 11.0- 44.5 19.5- 40.0^ 11.0- 41.5' 
J 2.33* 4.0- 35.0 7.5- 32.0 4.0- 31.5 13.0- 32.0 
* ** 
F Qg 18,20 = 2.15; F 18,20 = 3.00. 
^ = widest range of scores in the area. 
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area means of the five teachers had been removed, variations between the 
two groups in regard to ranges became more apparent. Teachers in the 
high group had the widest range of area means in 13 of the 16 areas. 
Therefore, it could be stated that the more self-actualizing 
teachers and their classes varied more in patterns of classroom inter­
action than did the less self-actualizing teachers. This lends support 
to the idea that self-actualizing persons develop their own individual 
style of behavior and hence self-actualizing teachers develop their 
own individualized type of classroom interaction and teaching. 
Student Estimate of Teacher Concern 
As a service to other researchers interested in the use of the SETC, 
data collected on the Homemaking I form of the SETC and the 39-item 
cluster will be discussed. It is believed that these data will be use­
ful to researchers in the future as they make decisions about whether to 
use the instrument and in what form. 
The reliability of the 89-item Homemaking I form of the SETC was 
computed using the Kuder-Richardson Formula 20. The reliability coef­
ficient was found to be .91 for use in this study. This was identical to 
the reliability coefficient computed by the Spearman Brown method. 
The .overall mean score for the 20 teachers was 59.30 on the 89-item 
instrument, and the standard deviation was 17.22. The overall mean was 
computed on the basis of the means of the 20 teachers. The mean class 
score for each of the teachers and the ranges of scores in the 20 classes 
are shown in Table 16. 
An overall mean of 24.89 was found for the 20 teachers based on the 
mean score of each teacher using the 39-item cluster. The standard devia-
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Table 16. Mean scores and ranges of scores for the 20 teachers on the 
89-item SETC and the 39-item cluster 
89 Items 39 Items Number 
Teacher Range Means Range Means Students 
HA 31-84 56.38 6-37 22,55 29 
HB 33-87 68.87 9-39 29.50 24 
HC 30-86 65.62 10-39 28.65 26 
HD 59-89 71.20 24-39 30.90 10 
HE 45-61 53.25 18-25 21.25 8 
HF 17-81 54.47 4-37 22.94 17 
HG 54-76 65.62 19-34 26.54 13 
HH 15-85 71.52 1-39 31.87 23 
HI 26-78 57.00 7-34 22.86 14 
HJ 44-84 71.86 18-39 31.64 14 
lA 43-79 59.25 17-37 24.92 12 
LB 37-86 61.70 11-39 27.35 20 
LC 28-65 44.47 4-29 17.40 15 
LD 13-72 42.50 2-33 16.50 10 
LE 39-81 58.91 12-35 24.00 11 
LF 38-77 59.56 13-36 26.22 9 
LG 13-62 37.67 3-28 14.00 15 
LH 58-76 67.50 26-35 29.37 8 
LI 17-82 45.33 2-37 17.59 27 
LJ 53-87 74.08 18-39 31.92 12 
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ation was 9.42. Mean score for each teacher and ranges of scores in the 
20 classes are also reported in Table 16. 
In inspecting the mean class scores of teachers on the 39-item 
cluster of the SETC, teacher LJ, who scored lowest on the inner-directed 
scale of the POI and who exhibited the highest average of verbal behaviors 
in quadrant I of the SAVI, which was extended teacher-talk, had the 
highest mean class score of the 20 teachers. Teacher HA, who had the 
highest score on the inner-directed scale of the POI and who had the 
lowest average of behaviors in quadrant I and the highest average of 
behaviors in quadrant III, extended pupil-talk, ranked fifteenth among 
the 20 teachers on mean class scores on the 39-item cluster of the SETC. 
Teacher LJ who had the highest mean score and teacher LG who had the 
lowest mean on the 39-item cluster were in the low group on the POI. 
A one-way analysis of variance was computed between the two groups 
of teachers who scored high and low on the inner-directed scale of the 
POI on the Homemaking I form of the SETC and the 39-item cluster. The 
F values, group mean scores, and standard deviations are given in Table 
17. No significant differences were found between the two groups of 
teachers on either the Homemaking I form of the SETC or the 39-item 
cluster. In this sample teachers who scored high on the inner-directed 
scale of the POI had a higher group mean and a smaller standard deviation 
than teachers in the lower group on the Homemaking I form of the SETC 
and the 39-item cluster. The magnitude of the standard deviations raises 
some questions regarding the effect of other-directedness on the part of 
the teacher upon teacher-pupil rapport. 
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Table 17. F values, means, and standard deviations of the two groups of 
teachers on the Homemaking I form of the SETC and the 39-item 
cluster 
Group Mean 
S tandard 
Deviation F Value 
39-Item Cluster High 26.87 3.95 2.83 
Low 22.93 5.81 
Homemaking I Form High 63.58 7.14 3.61 
of the SETC Low 55.10 11.31 
*F Q3 1, 18 = 4.41; 
** 
^.01 
1, 18 = 8.28. 
To further analyze the 39-item cluster, an analysis of variance was 
computed between the two groups of teachers on the individual items. 
F values and group means are shown in Table 18 for items which signifi­
cantly differentiated between the two groups. Teachers in the high group 
had higher means than those in the lower group on these four items. 
As a basis for judging the merits of the teacher administering the 
SETC, the data obtained from the Homemaking I form for each teacher were 
inspected. The class means for the teachers appeared similar to those 
reported by Wachtel (1963) and Ott (1963). The packages of answer sheets 
received from the teachers looked as if the directions had been followed 
because the answer sheets had been inserted in the envelope in no con­
sistent order. 
If the mean SETC scores for teachers HE, HF, LE, LH, and LJ were re­
moved from the mean class scores for teachers on the 39-item cluster. 
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Table 18. F values and means for Items from the 39-Item cluster of the 
SETC which significantly differentiated between the two groups 
of teachers 
Mean Scores 
Item H L F Value 
33. Does this teacher give you as much 
attention as she gives other 
students? 0.77 0.66 4.47* 
35. Does this teacher think your problems 
are just as important as those of 
other students in the class? 0.90 0.74 10.02** 
52. Does this teacher think you are as 
important as anyone else in the 
class? 0.91 0.80 5.97* 
57. Has this teacher shown you ways of 
doing things so that you can have 
more fun doing them? 0.83 0.64 7.98* 
* ** 
F Q5 1, 18 = 4.41; F 1, 18 = 8.28. 
ranges of the mean scores would be altered. Whereas the range of means for 
the 10 teachers who scored high on the inner-directed scale of the POX 
was 21.25-31.64, the adjusted range would be 22.55 to 31.64. Whereas the 
range of means for the 10 teachers who scored low on the inner-directed 
scale was 14.00-31.93, the adjusted range would be 14.00-27.35. 
The findings in this study contradict the findings of studies done 
at Pennsylvania State University which found highly significant relation­
ships beyond the .01 level between the degree of self-actualization of 
teachers, as measured by the PCI, and teacher concern, as measured by the 
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SETC (Murray, 1966, 1968a). Even though different populations of home 
economics teachers were studied, the scores of the selected teachers in 
both studies were similar on the time competence and inner-directed 
scales of the POI. Although the forms of the SETC, the POI scoring methods, 
and methods of statistical analysis differed between the Murray studies 
and the present study, the investigator questions the relationship of 
self-actualization and teacher concern. Based on the observations of 
two class sessions of all 20 teachers in this study and visits to the 
classrooms of 10 of these teachers, it appears to the investigator that 
some teachers who score high on the inner-directed scale are so autonomous 
and self-supportive that they do not, as a person, need the support of 
others such as students. The SETC scores for these teachers reflect, 
the investigator believes, the emphasis of the teacher on cognitive and 
affective aspects of teaching. Likewise, several of the teachers who 
scored low on the inner-directed scale may seek, as an important personal 
goal, the approval of others such as their students. 
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SUMMARY AND RECOMMENDATIONS 
The purposes of the present study were: (1) to investigate the use­
fulness of the Sequential Analysis of Verbal Interaction (SAVI) system 
in analyzing class discussions in home economics by determining if the 
SAVI differentiated among teachers identified as differing in degree of 
self-actualization and by inspecting the verbal patterns of teachers and 
pupils; (2) to study possible relationships between selected demographic 
characteristics of teachers and their degree of self-actualization; and 
(3) to determine possible relationships between teacher-pupil rapport and 
degree of teacher self-actualization. 
The population of the study was all the teachers who taught ninth 
grade homemaking classes of girls during the 1969-1970 school year in 
25 central Iowa counties. After receiving permission from the school ad­
ministrators to include the home economics teachers in the first phase of 
the study, teachers were contacted by mail. Of the 146 teachers in the 
population, 126 participated in the first phase of the study. Participa­
tion involved responding to the Questionnaire for Teachers and the Per­
sonal Orientation Inventory (POI) which were mailed to the teachers. The 
demographic characteristics of age, marital status, number of children, 
years of homemaking teaching experience, years since graduation from 
college, size of undergraduate college attended, number of graduate credits 
earned, having a master's degree, educational level of parents, size of 
community of family of orientation, number of siblings, and participation 
in youth groups were included in the questionnaire developed by the in­
vestigator. The inner-directed scale score of the POI was used as the in­
dicator of degree of self-actualization. No relationships were found be­
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tween any of the demographic characteristics studied and degree of self-
actualization as assessed by the inner-directed scale of the POI, with the 
exception of a correlation significant at the .05 level between the num­
ber of siblings and the inner-directed score. This relationship was too 
low to be meaningful. Therefore, it might be said that no relationships 
existed between degree of self-actualization and the selected demographic 
characteristics of teachers in this study. 
The data gathered in the first phase of the study were further ex­
amined. The scores of teachers on the inner-directed scale of the POI 
appeared to be normally distributed. The mean was 81.11, and the standard 
deviation was 9.98. A reliability of .79 was computed for the use of the 
inner-directed scale in this study. The mean number of years of experience 
in teaching home economics was 8.31, and the mean number of years since 
the bachelor's degree was 14.48. 
The second phase of the study involved analyses of: (1) two class 
discussions of selected teachers and classes; and (2) student responses 
on a teacher-pupil rapport inventory. Twenty teachers were selected for 
the second phase on the basis of their scores on the inner-directed scale 
of the POI, class size, length of class periods, and willingness to 
participate. Ten teachers who scored high and 10 teachers who scored low 
on the inner-directed scale of the POI were selected. Permission was 
gained from the school administrators before the selected teachers were 
contacted with regard to participation. Researchers traveled to the 
schools to video tape class discussions with each teacher and a randomly 
selected ninth grade class on two different days between January 28 and 
April 14, 1970. Teachers were requested to have a minimum of 30 minutes 
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of class discussion in each class session. Teachers were given instruc­
tions for administering and copies of the Homemaking I form of the 
Student Estimate of Teacher Concern (SETC) on the day of the second 
taping session. Pupils responded to the inventory the week following 
the second taping session, and the answer sheets were mailed to the 
investigator. 
Both the inter-rater reliability and the intra-rater reliability of 
the investigator as an observer was estimated on use of the SAVI system. 
After a number of training sessions, two observers and the investigator 
established an inter-rater reliability of over .85. Inter-rater reli­
ability was again checked after all 40 class sessions in the study had 
been tallied by the investigator and was found to be .85. Intra-rater 
reliability coefficients were found of .92 after 20 of the sessions had 
been tallied, and .92 and .87 after all the 40 sessions had been tallied 
by the investigator. 
A total of 400 behaviors were tallied for each of the 40 class 
sessions. SAVI matrices of 56 x 56 categories were formed from the over­
lapping pairs of tallies by the computer, and the area totals and cate­
gory totals were calculated. Each matrix was divided into four quadrants 
and 36 areas. 
Nested or hierarchical analyses of variances were computed between 
the two groups of teachers and among teachers within groups on the area 
totals of the SAVI. No significant differences were found between the 10 
teachers who scored high and the 10 teachers who scored low on the inner-
directed scale of the POI on use of the SAVI areas. Six significant dif­
ferences were found among teachers within the two groups on use of the 
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SAVI areas. These differences were further examined by inspecting the 
verbal patterns of teachers and pupils for a given area and across differ­
ent areas of the SAVI matrix. More self-actualizing teachers differed 
more in verbal patterns than did less self-actualizing teachers. It 
was found that over half of the discussions were extended teacher-talk, 
approximately 15 per cent of the verbal behaviors were extended pupil-
talk, and approximately 30 per cent of the verbal behaviors were pupils 
responding immediately to teachers or teacher responding immediately to 
pupils. Almost no teachers or pupils exhibited behaviors falling in 
the Areas of A, B, C, D, and G of the four quadrants of the SAVI matrix. 
A one-way analysis of variance was computed between the teachers 
who scored high and low on the inner-directed scale of the POI on the 
time competence scale. The two groups of teachers differed significantly 
on the time competence scale of the POI. 
Means of the 20 teachers and the 126 teachers were inspected on the 
demographic variables. These two sets of means appeared very similar. 
Therefore, it might be said that 20 selected teachers did not noticeably 
deviate from the 126 teachers on the demographic characteristics. 
The 89-item Homemaking I form of the SETC was used to assess teacher 
concern. Since it was not known if this instrument was additive, a 
pooled within group correlation matrix was computed among items and be­
tween items and the total score. A cluster of 39 items was formed from 
the questionnaire. The reliability of the 39-item cluster for this 
study was .91. 
Using the mean class score for each teacher on the 39-item cluster, 
a one-way analysis of variance was computed between the two groups of 
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teachers, who differed in degree of self-actualization. No significant 
difference was found between the two groups on teacher concern. Only 
four items in the 39-item cluster of the SEÏC significantly differentiated 
between the groups of teachers who scored high and low on the inner-
directed scale of the POI. The investigator questions the relationship 
of self-actualization to teacher concern. 
Since the method of teachers* administering the SETC was judged as 
successful by the investigator, it is recommended that this procedure be 
followed by other researchers. 
When class discussions in home economics classes are used again in 
classroom interaction studies, it is recommended that a definition of 
the phrase "class discussion" be given to each of the teachers. In 
addition, it would be well to increase the number of sessions so that a 
more stable pattern of verbal behaviors can be obtained for teachers and 
classes. 
Although the SAVI did not differentiate among teachers in the two 
groups, it appeared to differentiate among individual teachers. It is 
recommended that the number of categories used to describe classroom in­
teraction in homemaking classes be limited to adapt to the school situa­
tion since categories in Areas A, B, C, D, and G in the matrix were 
seldom or never used. Reduction of the number of categories would make 
the system easier to learn and improve its usefulness in analyzing dis­
cussions in home economics classes. 
Further analyses of the data gathered in this study with the data 
gathered by Brun (1970) and Adams (1970) are recommended. Questions that 
might be answered by further examination of the data are the following: 
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1. Is there a relationship between the demographic characteristics 
of the 20 tcachers and upo of difforont Icvc I s of bohav iox's 
by teachers which stimulate cognitive processes in studentsÏ 
2. Do the two groups of teachers who differed in level of self-
actualization as assessed by the inner-directed score on 
the POI differ in verbal patterns which stimulate cognitive 
processes in students? 
3. Does the VIGS or the SAVI system better describe classroom 
interaction in these homemaking class sessions? 
4. Do teachers who use the higher levels of behaviors that 
stimulate cognitive processes in students also have verbal 
patterns on the VICS or the SAVI which differ from teachers 
who use only the lower levels of behaviors that stimulate 
cognitive processes in students? 
5. Are there relationships between certain items on the Home-
making I form of the SETG that refer to such behaviors as 
questioning, problem solving, information seeking, and pupil 
initiated behavior, and area totals in certain areas of the 
VICS or the SAVI or levels of behaviors in the Brun system? 
The reliability of the inner-directed scale of the POI was not high 
enough for prediction of self-actualization for the individual teachers 
in this study. Based on the fact that no significant differences were 
found in teacher-pupil interaction or teacher-pupil rapport between the 
two groups of teachers and based on the research reviewed on the POI, it 
is recommended that the POI items and scales be analyzed and improved be­
fore it is used in further studies. 
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It is recommended that the seventh and eighth grade form and the Home-
making II form of the SETC be further studied to determine whether the 
items within the instruments are additive and whether the number of items 
could be reduced. 
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APPENDIX A: CATEGORIES IN THE FLANDERS INTERACTION ANALYSIS SYSTEM 
Teacher-talk : 
Indirect influence 1. Accepts feeling 
2. Praises or encourages 
3. Accepts or uses ideas of 
student 
4. Asks questions 
Direct influence 5. Lectures 
6. Gives directions 
7. Criticizes or justifies 
author ity 
Student-talk: 8. Student-talk—response 
9. Student-talk—initiation 
10. Silence or confusion 
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APPENDIX B: CATEGORIES IN THE VERBAL INTERACTION CATEGORY SYSTEM 
Teacher-Init iated talk : 1. Presents information or opinion 
2. Gives directions 
3. Asks narrow question 
4. Asks broad question 
Teacher response; 5. Accepts 
a) ideas 
b) behavior 
c) feeling 
6. Rejects 
a) ideas 
b) behavior 
c) feeling 
Pupil response; 7. Responds to teacher 
a) predictably 
b) unpredictably 
8. Responds to another pupil 
Pupil-initiated talk; 9. Initiates talk to teacher 
10. Initiates talk to another pupil 
Other : 11. Silence 
Z. Confusion 
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APPENDIX C; RESPONSES OF TEACHERS 
Table 19. Responses of teachers selected for second phase of study 
Inner-directed POI 
Scale Score Responses 
108 Accepted. 
103 Refused. 
101 Accepted. 
99 Accepted. 
98 Accepted. 
96 Accepted and later refused due 
to illness. 
96 Accepted. 
96 Accepted. 
95 Accepted. 
95 Accepted. 
95 Ineligible. Class size too small. 
95 Ineligible. Class period too 
short. 
95 Accepted. 
95 Superintendent refused. 
95 Refused. Not teaching the weeks 
of study. 
94 Ineligible. Class size too small. 
93 Accepted. 
92-68 98 persons not contacted. 
67 Accepted. 
66 Accepted. 
66 Accepted. 
66 Accepted. 
65 Accepted. 
65 Accepted. 
62 Accepted. 
60 Accepted. 
56 Accepted. 
56 Accepted. 
54 Refused. 
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APPENDIX D: QUESTIONNAIRE FOR TEACHERS 
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QUW3T10NNAIRK FOR TEACHERS 
Please read all items and answer all questions. If a questionnaire is returned with 
an unanswered question, it cannot be tabulated and may be oC no value. Your answers 
are strictly confidential and are to be used only as a group study. 
A. How many years have you taught one or more home economics classes before this 
year? 
years 
B. In what year did.you receive your bachelor's degree? 
19 
C. What was the approximate size of the university you attended for your bachelor's 
degree, when you were there? (Check one.) 
(1 ) 4,000 students or below 
(2 ) 4,000-8,000 students 
(3) 8,000-12,000 students 
(4 ) 12,000-16,000 students 
(5) 16,000-20,000 students 
(6 ) 20,000-24,000 students 
(7 ) 24,000-28,000 students 
(8 ) 28,000-32,000 students 
(9 ) over 32,000 students 
D. How many graduate credits do you have beyond your bachelor's degree? 
(Answer only one of the below.) 
quarter credits 
or 
semester credits 
E. Do you hold a master's degree? (Check one.) 
(1 ) yes 
(2 ) no , 
F. In what year,did you take your last college course? 
19 
G. What is your marital status? (Check one.) 
(1 ) single 
(2 ) married 
(3 ) widowed 
(4 ) divorced 
(5 ) separated 
H. How many children do you have? (Please indicate, even if question does not 
apply.) 
children 
I. How many brothers and sisters did you have? 
brothers and sisters 
Pi.EASfi TURN 'rO THE NEJtT PAGE 
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I. What, i.s your -n'/:? (Cliuck ont;.) 
(1 ) 20-2'j 
(2 ) 26-30 
(3 ) 31-35 
(4 ) 36-40 
(5 ) 41-45 
(6 ) 46-50 
(7 ) 51-55 
(8 ) 56-60 
(9 ) over 60 
K. Where did your family live for the majority of the time when you were growinp. up? 
(Check one.) 
( 1) rural 
(2 ) rural, non-farm 
(3 ) town of less than 2,500 
(4 ) city of 2,500-10,000 
(5 ) city of 10,000-25,000 
(6 ) city of over 25,000 
L. What is the highest educational level of your father? (Check one.) 
(1 ) S grades or less 
(2 ) attended high school 
(3 ) high school graduate 
(4 ) some college or advanced training 
(5 ) four-year-college graduate 
(6 ) studied beyond bachelor's degree 
M. What is the highest educational level of your mother? (Check one.) 
(1 ) 8 grades or less 
(2 ) attended high school 
(3 ) high school graduate 
(4 ) some college or advanced training 
(5 ) four-year-college graduate 
(6 ) studied beyond bachelor's degree 
N. How actively did you participate in youth groups and activities while you were 
in junior and senior high school? (Check one.) 
(1 ) much more actively than most students 
(2 ) a little more actively than most students 
(3 ) at about the average for students 
(4 ) a little less active than most students 
(5 ) I was not active in youth groups or activities. 
PLEASE TURN TO THE NEXT PAGE. 
i 
Please complete the following form, indicating all the honem.?:kinp classes you are presently teaching or 
will be teaching this 1969-1970 school year. 
5 
Grade Numbei 
Time Level Course Title Stude 
Girls 
of Days that Inclusive Dates of 
ints Class Meets Course 
Boys 
12 Family Living 13 13 M. W. Th. Aug. 28 —Jan. 30 
10:00-10:55 9 Homemaking I 20 0 everyday Aug. 28-Kay 22 
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APPENDIX E: SAVI MATRIX FOR TEACHER-PUPIL VERBAL BEHAVIORS 
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Teacher-Teacher Teacher-Pupil 
qtii-
Pupil-Pupil Pupil-Teacher 
Figure 2. Illustration of the SAVI matrix format 
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APPENDIX F: AREAS AND CATEGORIES OF THE SAVI 
A. Avoidance of Maintenance 
Self defense 
Hostile 
B. Avoidance of Topic 
Narrative 
G. Avoidance of Topic and/or Maintenance 
Everybody ought 
Inte1lec tualizat ion 
Defensive joke 
D. Potential Approach or Avoidance of Maintenance 
Personal sharing 
E. Potential Approach or Avoidance of Topic 
Description 
Topic questions 
Topic joke 
Positive reinforcement 
Negative reinforcement 
F. Potential Approach or Avoidance of Topic and/or Maintenance 
Opinion 
Quiet 
Noise 
Laughter 
Proposal 
Command 
G. Approach to Maintenance 
Maintenance question 
Maintenance give 
Maintenance support 
Self affirming 
Maintenance joke 
H. Approach to Topic 
Response narrow 
Response broad 
J. Approach to Topic and/or Maintenance 
Topic build 
Topic reflection 
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APPENDIX G: GROUND RULES FOR SAVI 
1. If more than one category occurs during the three second interval, 
then all categories used in that interval are recorded; therefore, 
record each change in category. If no change occurs within three 
seconds, repeat that category. 
2. If there is a discernible period of silence (at least 3 seconds), 
record one Q for every 3 seconds of silence. 
3. Rhetorical questions are not really questions; they are merely 
part of the lecturing technique. 
4. If either the teacher or pupils give evidence of prior planning of 
student reports, the report is categorized as DE or other appropri­
ate category rather than being treated as a RB or RN. 
5. Place a Q at the beginning and at the end of the code letters re­
presenting an entire observation period. The Q is placed in the 
teacher column. 
6. Stop tallying when students are asked to work individually in their 
seats. Record only two Q's. Resume tallying when the class dis­
cussion begins again. 
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I O W A  H T A ' r i < :  I I  N  I V  K  K H  I  r  Y  
O I  S f l l - N T t  A N D  t  I  C  1 1  N  O l .  0 ( H  V  
A n i c m ,  l o v v i i  B O O K )  
COLLCOe OF HOME ECONOMICS 
orpict or THI  DEAN 
Dear Sir: 
The Home Economics Education Department at Iowa State University is 
continuing in efforts to collect data to improve our teacher education 
program. We have a research project designed to contribute to this 
goal. The purpose of this phase of the study is to gather some 
information about the home economics teacher's background and her 
responses to statements believed to be related to teaching. 
We would like to include the ninth grade home economics teacher in 
your school this year in this phase. Participation would involve 
having the teacher complete a short mailed questionnaire and an 
inventory entitled Personal Orientation Inventory. This would take 
about one hour of her time during the month of October. All information 
will be treated as confidential. 
If the homemaking teacher is selected for the second phase of the 
study which, according to present plans, includes video taping two 
classroom discussions, we will ask your permission by around 
December I. 
We sincerely hope your school will be willing to cooperate in the 
first phase of the study. If you indicate your willingness on the 
card enclosed for your reply, we will contact the teacher asking for 
her cooperation. Please indicate the name of the present ninth 
grade homemaking teacher if it is different from the person(s) 
listed on the card as obtained from the most recent information 
available to us from the State Department of Public Instruction. If 
you have any questions, please feel free to contact me. 
Sincerely yours, 
M S  ;  v h  
E n c .  
Marguerite Scruggs 
Assistant Dean 
College of Homo Economics 
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APPENDIX I: FIRST PHASE POSTAL CARD SENT TO ADMINISTRATORS 
Dear Dr. Scruggs: 
(check) 
Yes I am willing for you to contact the follow­
ing ninth grade home economics teacher(s) 
No concerning participation in the first phase 
of your research project. (Please correct 
names of teachers if inaccurate.) 
S igned 
Superintendent of Schools 
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APPENDIX J: FIRST PHASE FOLLOW-UP LETTER SENT TO ADMINISTRATORS 
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IOWA STATK UNIVKR8ITY 
O P  S C I E N C E  A N D  T E C H N O L O G Y  
Amoe. Iowa 50010 
D E P A R T M E N T  O F  H O M E  E C O N O M I C S  E D U C A T I O N  
Dear Sir: 
About two weeks ago I wrote to you in regard to a research project designed 
to collect data to improve our teacher education program in home economics. 
At that time we asked your permission for us to contact the ninth grade 
home economics teacher in your school to request her to help us with this 
study. We hope you have had time to consider our request and can let us 
know o£ your decision by returning the enclosed postal card at your 
earliest convenience. 
Participation would involve the teacher's completing a short mailed 
questionnaire and inventory. This would take about one hour of her 
time during the month of October. All information will be treated as 
confidential. 
If you indicate your willingness on the enclosed card, we shall contact 
the teacher asking for her cooperation. Please indicate the name of the 
present ninth grade homemaking teacher if it is different from the person(s) 
listed on the card as obtained from the most recent information available 
to us from the State Department of Public Instruction. If you have any 
questions please feel free to contact me. If you have already returned the 
card sent to you earlier please disregard this letter. 
Sincerely yours, 
Marguerite Scruggs 
Assistant Dean 
College of Home Economics 
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I O W A  S T A T E  U N I V E R S I T Y  
O F  S C I E N C E  A N D  T E C H N O L O G Y  
Ames. Iowa 500i0 
D E P A R T M E N T  O F  H O M E  E C O N O M I C S  E D U C A T I O N  
Ol.'.lr 
As a supervising teacher working with the Home Economics Education 
Department at Iowa State University, you are probably familiar with our 
continuing interest in conducting research which provides information 
needed for planning ways to improve the teacher education program. One 
of the studies being conducted this year involves ninth grade home 
economics teachers within a certain radius of Ames. 
The superintendent of your school has been contacted regarding the first 
phase of this study and has given his approval for us to contact you in 
regard to participation. We hope that it will be possible for you to 
participate in the study. The fact that you are a supervising teacher 
is indicative of your professional commitment, and I am confident of 
your interest in contributing to meaningful research. You may know of 
some conditions associated with the supervision of student teachers or 
other aspects of your program that cause you to raise questions about 
your participation, however. 
Participation would involve completing a short mailed questionnaire and 
an inventory entitled Personal Orientation Inventory. This would take 
about one hour of your time. All information will be treated as 
confidential. 
If you are selected for the second phase of the study, which includes 
video taping two classroom discussions, we will ask your permission by 
about January 1. 
Enclosed is a card for your reply. We shall hope to hear from you soon. 
If you have questions, please feel free to contact me. 
Sincerely yours, 
Marguerite Scruggs 
Assistant Dean 
College of Home Economics 
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IOWA STATE UNIVERSITY 
Of S C I E N C E  A N D  T E C H N O L O G Y  
AmoB. Iowa 60010 
D l t P A N T M t t N T  O F  H O M E  E C O N O M I C S  E D U C A T I O N  
The Home Economics Education Department of Iowa State University is 
continuing in efforts to collect data to improve our teacher education 
program. Mrs. Karen Zimmerman and Mrs. Judy Brun are serving as co-
leaders for a, research project designed to contribute to this goal. The 
purpose of this phase of the study is to gather some information about 
the home economics teacher's background and her responses to statements 
believed to be related to teaching. 
The superintendent of your school has been contacted regarding the first 
phase of this study and has given his approval for us to contact you in 
regard to participation. You were chosen because you are one of the 
teachers with ninth grade girls enrolled in your classes. 
We are asking you to do the following: 
1. Complete the enclosed Questionnaire for Teachers. 
2. Respond as quickly as possible to the enclosed Personal 
Orientation Inventory on the provided IBM answer sheet. 
Specific directions are given on the first sheet of both instruments. This 
will take about one hour of your time. All answers are strictly confidential. 
A coding number has been placed on both instruments to insure that they do 
not become separated during handling. 
Would you fill out the questionnaire and inventory and return them by 
October 31? An enclosed stamped and addressed envelope is provided for 
this purpose. Directions for mailing are included. 
If you are selected for the second phase of the study which, according to 
present plans, involves video taping two classroom discussions, we will 
ask your permission by about January 1. 
We are grateful for the time and effort you can give to this study. If you 
have any questions, please feel free to contact me. 
Sincerely, 
Marguerite Scruggs 
Assistant Dean 
College of Home Economics 
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I O W A  S T A T K  U N I V E R S I T Y  
o r  S C I E N C E  A N D  T E C H N O L O G Y  
Amen, Iowa BOOlO 
COLLEOE OF HOME ECONOMICS 
ornct or THC OCAN 
About two weeks ago I wrote to you in regard to a research 
project designed to collect data to improve our teacher 
education program in home economics. You were selected be­
cause you are one of the teachers with ninth grade girls in 
your classes. At that time we requested your participation 
in tliis study and asked you to complete an inventory and a 
questionnaire which were enclosed with the letter. I hope 
that you have had time to consider our request and are now 
able to participate in this study. You can be assured that 
your responses will be completely confidential. 
We are enclosing a postal card for your reply to our re­
quest. Please feel free to contact me if you have any 
questions. If, for any reason, you need another inventory 
and/or questionnaire, let us know immediately and we will 
send them to you. If you do not teach the ninth grade 
home economics class to girls, please indicate on the card 
the name of the teacher who teaches this class. If you 
have already returned the materials, thank you for your 
time and effort. 
Sincerely yours, 
Marguerite Scruggs 
Assistant Dean 
College of Home Economics 
Karen Zimmerman 
Graduate Student 
Home Economics Education 
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APPENDIX N: FIRST PHASE POSTAL CARD SENT TO TEACHERS 
Dear Dr. Scruggs : 
(check) 
I have already completed and returned the 
questionnaire and inventory. 
I will be completing and returning the 
questionnaire and inventory within the 
next few days. 
I need a new questionnaire and inventory. 
I do not teach ninth grade girls. The 
name of the teacher is 
I am not willing to participate in the 
study. 
S igned 
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I O W A  S T A T K  I I N I V E U S I T Y  
O F  S C I E N C E  A N  n  I F C . H N O L O G V  
A m e s ,  IDWII, B O O I O  
COLLEGE OF HOME ECONOMICS 
OFFICE OF THE OEAN 
Dear 
Thank you for tlie time you have invested in the study we are conducting 
with ninth grade home economics teachers. In order for us to utilize 
the time and information you have already given us, however, we need to 
have all of the items on the Personal Orientation Inventory completed. 
Would you please help us complete this phase of the study by responding 
to the few remaining items as quickly as possible? We realize that it 
is sometimes difficult to choose between the two statements, but your 
quick choice of the statement you agree with most in each item is 
useful. Please mark your choice for each item. 
Enclosed is a xeroxed copy of your answer sheet and the Personal 
Orientation Inventory booklet. The incomplete items are circled. A 
return envelope and postage are provided. We would like to have the 
materials returned within the next few days. In no way will your 
answers to these items be revealed to anyone else as this is a group 
study. 
Thank you for the effort and time you put forth in helping us to 
complete this phase of the study. 
Sincerely yours. 
Marguerite Scruggs 
Assistant Dean 
College of Home Economics 
MS : vli 
Enc. 
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I O W A  S T A T E  U N I V E R S I T Y  
O F  S C I E N C E  A N D  T E C H N O L O G Y  
Ames, Iowa 50010 
COLLEGE OF HOME ECONOMICS 
orrici OF TMI OlAN 
Dear Sir: 
In September the Home Economics Education Department of Iowa State University 
contacted you regarding our continuing efforts to collect data to improve 
our teacher education program. At that time we received your permission to 
include your ninth grade home economics teacher in the first phase of a 
research project designed to contribute to this goal. In the earlier letter 
we also said that if your homemaking teacher was selected for the second 
phase of the study we would ask your permission to continue working with her. 
Your ninth grade homemaking teacher has been most cooperative in the first 
phase of the study which involved completing a short mailed questionnaire 
and an inventory entitled Personal Orientation Inventory. She is one of 20 
teachers selected for the second phase which includes video taping two class­
room discussions at her convenience during the months of late January through 
April and having pupils respond to a short inventory entitled How a Teacher 
Works with Students. 
We sincerely hope your school will be willing to continue cooperating in the 
second phase of the study. If you indicate your willingness on the card 
enclosed for your reply, we will contact the teacher asking for her further 
cooperation. If you have any questions, please feel free to contact us. 
Sincerely yours. 
Marguerite Scruggs 
Assistant Dean 
College of Home Economics 
Karen Zimmerman 
Graduate Student 
Home Economics Education 
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APPENDIX Q: SECOND PHASE POSTAL CARD SENT TO ADMINISTRATORS 
Dear Dr. Scruggs : 
(check) 
Yes 
No 
I am willing for you to contact the follow­
ing ninth grade home economics teacher(s) 
concerning participation in the second 
phase of your research project. 
S igned_ 
Superintendent of Schools 
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I O W A  S i T A T E  U N I V E R S I T Y  
O F  S C I E N C E  A N D  T E C H N O L O G Y  
Ames, Iowa 50010 
COLLEGE OF HOME ECONOMICS 
O P P I C K  o r  T H C  O K A N  
Wf would like Lo express our appreciation for your cooperation in the first 
phase of our research project. As you remember, the Home Economics Education 
Department of Iowa State University is continuing in efforts to collect data 
to improve our teacher education program. 
You and your ninth grade classes are among those in 20 schools selected for 
the final phase of the current research project. This involves the opportunity 
of having video tapes made of one of your ninth grade classrooms on two 
different days when you are having class discussion. This can be at your 
convenience during late January through April. The tapes will be used to 
develop and study two systems for describing classroom behaviors. 
If you would like to view the tapes of your classes this can be arranged. 
Teachers who have had this privilege in the past have found it to be a 
valuable experience. 
The students will also be asked to respond to a short questionnaire, How a 
Teacher Works With Students. Tiiis questionnaire can be administered .it 
some time suitable to you. 
Tlie superintendent of your school has again been contacted and lias ^iven liis 
approval for us to contact you regarding your participation in tliis second 
phase. We are sincerely hoping you will be able to continue your participation 
in I hi is project designed to improve home economics teacher education. 
Would you please complete the enclosed post card, indicating a choice of dates 
that would be convenient to you for our visit. Mrs. Karen Zimmerman and 
Mrs. Judy lirun, co-leaders of the research project, will then contact you to 
confirm a date. 
We appreciate the cooperation and time you can give to this study. If you 
have any questions, please feel free to contact me. 
Sincerely yours, 
Marguerite Scruggs 
Assistant Dean 
College oI Home Ix onomics 
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Dear Dr. Scruggs : 
(check) 
I am willing to participate in the research. 
I am unable to participate in the research. 
Please list 1st, 2nd, and 3rd choices of dates. A minimum 
of 30 minutes of taping of a class discussion is needed. 
We would like to tape a discussion with the ninth grade 
class that meets from to 
1st session dates 2nd session dates 
1st 
2nd] 
3rd 
1st 
2nd 
3rd 
Home Economics Teacher 
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To: Home economics teachers assisting with the research project 
From: Mrs. Judy Brun and Mrs. Karen Zimmerman 
Background on the instrument. How A Teacher Works With Students 
This instrument was adapted from one developed by Nygren and Ray at 
Cornell University. With the help of home economics teachers and pupils 
in Iowa, Iowa State University researchers revised and used this in­
ventory to gain information about rapport between teachers and their 
ninth grade students in 1963. At that time the researchers went to the 
schools and administered the instrument, themselves. The teacher was 
asked to leave the room at that time and she did not see the students' 
answer sheets. It was assumed that students would answer more freely 
if the teachers did not see their answers. 
Due to the cost of transportation and video taping and due to the 
time involved in travel, we are asking you to administer the instrument, 
"How A Teacher Works With Students", to your ninth grade class which 
was involved in the video taping sessions. Please administer this in­
strument within a week after the second video taping session. It will 
take about 25 to 30 minutes for the students to respond to this instru­
ment in class. 
Since the 1963 researchers felt it was important for the teacher not 
to see how each student responded, we are requesting that you do not look 
at the answer sheets when they are completed. The procedure is described 
below. At your request we will inform you of the mean score for the 
class. 
Directions for Administering How A Teacher Works With Students 
1. Administer the instrument, "How A Teacher Works With Students", to the 
class that was video taped within a week following the second video 
taping session 
2. Please read th x'ollowing instructions to the students in this ninth 
grade class : 
"You have been selected to help in research being done at Iowa 
State University. This involves answering a series of questions 
about our home economics class and how I work with you. Please 
answer all questions according to the way you feel. Your opinions 
and feelings are valuable to the researchers who are trying to find 
out if this instrument is useful. Do not put your name on the 
answer sheet. I will not see your answers and will not know how 
172 
each of you answered these questions. Please answer each question 
as honestly as you can. There is no one right answer. The right 
answer is the way you feel. When you are finished, check carefully 
to see that each question has been answered. Then place your 
answer sheet in this envelope. As soon as everyone hc.d finished 
and has put her answer sheet in the envelope, I will seal it and 
mail it to Iowa State University from the school office." 
3. Pass out the questionnaires and answer sheets to everyone. 
4. Put the empty envelope at a place other than where you will be sitting 
or standing. (This will reassure them that you will not look at 
their answers.) 
5. Please read the directions at the top of the questionnaire to the 
class. 
6. Ask if the students have any questions. Answer questions they may 
have. 
7. Either pencil or pen may be used on the answer sheets. 
8. Seal the envelope before the students leave the class. 
9. Mail the envelope. 
10. Throw away the questionnaires. 
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Variables 
Number of years taught 
Number of years since received 
bachelor's degree 
Approximate size of university 
attended for bachelor's degree 
Number of quarter credits 
Master's degree? 
Number of years since last college 
course 
Marital status 
Number of children 
Number of brothers and sisters 
Age 
Where family lived while growing up 
QUESTIONNAIRE FOR TEACHERS 
Code 
000-??? 
000-??? 
001= 4,000 students or below 
002= 4,000 - 8,000 
003= 8,000 - 12,000 
004= 12,000 - 16,000 
005= 16,000 - 20,000 
006= 20,000 - 24,000 
007= 24,000 - 28,000 
008= 28,000 - 32,000 
009= 32,000 and over 
000-??? 
001= yes 
002= no 
000-??? 
001= single 
002= widowed, divorced, separated 
003= married 
000-??? 
000-??? 
001= 20-25 
002= 26-30 
003= 31-35 
004= 36-40 
005= 41-45 
006= 46-50 
007= 51-55 
008= 56-60 
009= over 60 
001= rural 
002= rural, non-farm 
003= town of less than 2,500 
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Educational level of father 
Educational level of mother 
Activity in youth groups 
004= city of 2,500 - 10,000 
005= city of 10,000 - 25,000 
006= city of over 25,000 
001= 8 grades or less 
002= attended high school 
003= high school graduate 
004= some college or advanced 
training 
005= four-year college graduate 
006= studied beyond bachelor's 
degree 
001= 8 grades or less 
002= attended high school 
003= high school graduate 
004= some college or advanced 
training 
005= four-year college graduate 
006= studied beyond bachelor's 
degree 
001= I was not active 
002= a little less active than 
most 
003= at about the average 
004= a little more actively 
than most 
005= more actively than most 
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HOW A TEACHER WORKS WITH STUDENTS* 
DIRECTION: All the questions refer to your homemaking teacher. 
Read each question carefully and answer according to your own feel­
ings about this teacher. 
If you agree with the statement, make an X in the box under the 
yes column on the Answer Sheet. 
If you disagree with the statement, make an X in the box under the 
no column on the Answer Sheet. 
Do not sign your name. 
1.* Is this teacher interested in you? 
2. Is this teacher interested in your learning things you can use now 
as well as later? 
3. Do you think it matters to this teacher if you are happy or un­
happy? 
4. Does this teacher make you feel that what you say or do, or want 
to do is important to her? 
5. Does this teacher seem to want to know you better? 
6. Does this teacher make you feel this class would not be as good 
if you were not in it? 
7. Has this teacher helped you to do anything better than you could 
do it before? 
8.* Does this teacher give you your fair share of help? 
9. Do you feel at ease and comfortable when you talk to her? 
10.* Has this teacher helped you to understand why some people have 
different ideas than you do? 
11. Does this teacher ask you to do many things in which you see no 
value? 
12. Does this teacher help you to believe that it is better to be honest? 
13.* Has this teacher helped you understand some of the feelings you 
have about yourself? 
g 
IiistriamenL ad^pLed from qne developed by Gertrude Nygren and 
ElLzebolli Ray, Cornell University. 
ic 
Items in 39-item cluster. 
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14. Does tliLs teacher seem to know what you are thinking? 
15. Has this teacher helped you to work easily and happily with all 
kinds of classmates? 
16. Does this teacher ask you to do things to help her? 
17.* Do you feel you can talk with this teacher about your problems? 
18.* Does this teacher really know how you feel so that you want to 
discuss problems with her? 
19.* Has this teacher done anything to help you to see more clearly what 
some of your problems are ? 
20.* Do you feel this teacher has done anything to help you solve your 
own problems? 
21. Has this teacher tried to help you feel more at ease in social 
situations ? 
22. Does this teacher seem to know what girls your age think about such 
things as dating, hours, cars, parents, etc.? 
23. Has this teacher helped you to learn something from a mistake you 
made? 
24. Does this teacher encourage you to ask questions in class when you 
have gone as far as you can? 
25. Would this teacher rather help you solve problems in class than have 
you learn a lot of facts? 
26.* Would this teacher be willing to help you to get a job? 
27. Does she seem to understand what you mean to say even when you don't 
express yourself very well? 
28. Has this teacher helped you understand why your parents feel differ­
ently than you about such things as dating, hours, cars? 
29.* Has this teacher tried to help you understand your brothers and 
sisters better? 
30. Is this teacher friendly to all the students? 
31. Does this teacher help you see in what ways the things you learn in 
this class are important? 
32. Has this teacher helped you to improve yourself? 
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33.* Does this teacher give you as much attention as she gives other 
students ? 
34.* Has this teacher helped you to understand classmates whose actions 
are different from yours? 
35.* Does this teacher think your problems are just as important as those 
of other students in the class? 
36. Has this teacher helped you to know what you are going to do when you 
finish school? 
37.* Does this teacher help you find information when you are unable to 
find it yourself? 
38. Does this teacher want you to learn the things you want to learn? 
39. Does this teacher know how much you know about this subject? 
40. Has this teacher given you a chance to show the class that you know 
how to do certain things? 
41.* Does this teacher believe you when you make explanations about being 
late or absent, or for handing in work late? 
42. Has this teacher encouraged you to use your own ideas in making 
things in class? 
43. Does this teacher know what you can do and cannot do in homemaking 
class ? 
44.* Has this teacher helped you to be a better leader? 
45.* Do you think you will want to talk over your problems with this 
teacher even when she isn't your teacher any longer? 
46.* Does this teacher know how to help you so that you don't mind being 
helped? 
47.* Can you talk things over with this teacher even when your problems 
are not related to her class? 
48.* Would this teacher help you if you got into any kind of trouble? 
49. Does this teacher tell you what you should think? 
50. Has this teacher done extra things for you that she didn't need to 
do? 
51.* Does this teacher spend extra time helping you with things you are 
interested in? 
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52.* Does this teacher think you are as important as anyone else in the 
class ? 
53. Has this teacher helped you to think and say what you feel is right? 
54.* Has this teacher done anything that has helped you to get along 
better with your brothers and sisters? 
55.* Has this teacher done anything that has helped you to get along 
better with your parents? 
56.* Does this teacher seem to know how to help you express things that 
you don't know how to say? 
57.* Has this teacher shown you ways of doing things so that you have 
more fun doing them? 
58.* Has this teacher helped you to learn ways in which you could become 
a more helpful family member ? 
59. Has this homemaking class helped you to make new friends? 
60.* Does this teacher help you to look for answers to some of your 
questions so that you learn more than if she told you the answers? 
61. Does this teacher keep you from doing things you really vant to do? 
62. Do you feel this teacher is fair in her grading? 
63. Does this teacher remember what you tell her about herself? 
64. Does this teacher require a reasonable amount of work in this class? 
65.* Do you feel better after you have talked over your problems with 
this teacher? 
66. Does this teacher expect you to do more than there is time to do? 
67.* Would this teacher know how to help you solve some of your everyday 
problems ? 
68. Is this teacher able to make you think about things in a way you have 
not thought about them before? 
69. Does this teacher make you feel as though you are less important than 
some other students in this class? 
70.* Has this teacher helped you to understand people whose ideas are 
different from yours? 
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71. Does tilts teacher want to know what you think you should learn about 
this subject? 
72. When you tell this teacher things in private does she ever repeat 
them to others ? 
73. Does this teacher say things which embarrass you? 
74. Does this teacher know what you would like to do even when she 
doesn't ask you? 
75. Does it pay to try to bluff this teacher? 
76.* Does this teacher give you help when you really need it? 
77. Does this teacher know when you need help and when you can do better 
working alone? 
78.* Can this teacher explain things in a way that you can understand? 
79.* Does this teacher interest you in doing things you have never been 
interested in before? 
80. Can this teacher explain things that are hard to understand in a 
way that you can understand them? 
81.* Does this teacher hurry over your answers or opinions to spend 
more time on others? 
82.* Does this teacher make you feel that your ideas and experiences 
add to the class? 
83.* Do you have a feeling you could explain or talk over any problems 
with this teacher and she would be interested? 
84.* When you give your opinions does this teacher make you feel as 
though your experiences or problems are important? 
85. Does this teacher make you feel self-conscious when you remove your 
dress to fit a garment? 
86. Do you feel this teacher pushes you to do the best work you can? 
87. Does this teacher embarrass you when you tell some of your ex­
periences in class? 
88.* Has this teacher helped you to learn how to find information when you 
want to know something? 
89. Does this teacher encourage you to do your best work? 
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Table 20. Selected demographic variables for the 20 teachers who scored 
high or low on the PCI 
Frequenc ies % — 
H L 126 20 
Age 39.00 39.00 
20-25 5 5 
26-30 1 0 
31-35 1 0 
36-40 0 1 
41-45 0 1 
46-50 0 1 
51-55 1 2 
56-60 1 0 
Over 60 1 1 
Number of years of horaemaking 
teaching experience 8.31 8.20 
0-2 6 5 
3-5 0 0 
6-8 1 1 
9-11 0 0 
12-14 1 0 
15-17 0 2 
18-20 1 0 
21-23 1 1 
24-26 0 0 
Over 26 0 1 
Number of years since bachelor's 
degree 14.48 13.70 
0-2 5 5 
3-5 0 0 
6—8 0 1 
9-11 0 0 
12-14 0 1 
15-17 1 0 
18-20 0 0 
21-23 1 0 
24-26 0 0 
27-29 1 0 
30-32 1 0 
33-35 1 1 
36-38 0 1 
39-42 0 1 
